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REDESIGNING A CAREER: TWO COMPARATIVE CASES
Ann Weaver Hart

In the flurry of schcol reform that followed the reports of a crisis in
education in the early 19808, career ladders for teachers emerged as a hopeful
alternative tc the current organization of the teaching career. Though they
include many features, career ladders tend to fall into two major categories,
emphasizing either merit pay. distributed as bonuses or by the establishment
of rank, or job enlargement, providing additional responsibilities and
opportunities for pover and influence in the school vhile retaining teaching
as the major focus of effort (Murphy & Hart, 1985). The rationale driving
their development is the improvement of schools through the improvement of the
quality of the teaching force using incentives designed to recruit, retain,
and motivate higl.y skilled and intellectually talented teachers.

Merit pay programs have been implemented and studied in a variety of
educational and other organizational settings for many years. Hovever. the
redesign of the teaching career, its tasks and authority relationships, 1s
relatively nev in the United States. The purpose of this paper is to examine
the vork patterns emerging from the first year of implementation of a job
enlargement career ladder for teachers. Skepticism about the pover of career
ladders to substantially alter career and work attitudes of potent.4l and
promising teachers createe an urgent need to study such models &8 they
develop, describe the work dynamics they create, and examine their potential
as future organizing structures for teachers' careers !{Rosenholtz, 1983). The
paper explicates implementation process variables, work structures, and career
concepts that have importance for the current career ladder plans and for
attempts to redesign teaching vork and concepts of teaching careers in the

future.
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%Yackground

By late 1985, forty of the fifty states had implemented some form of
career ladder, had enacted legislation, or vere investigating the pci3sibility
of developing some form of career lacder for teachers (Education Week, 1985;
Cornett & Weeks, 1985). Howvever, major changes in the interaction patterns,
accountability structures, and revard systems of vork is a complicated
affair. By January 1986, attacks on state career ladder incentive programs
had become intense vith accusations ranging from the impossibility of the new
tasks envisioned by the job reformers to the incredible costs of implementing
the necessary evaluation systems for merit distributions. The Tenness=e plan
is reported to have spent $5.1 millicn to distribute only $3.8 million to
teachers in its initial stage (Education Week, 1986). In depth school site
studies are required in order to assesg the validity of the accusations and
the potential of teacher career ladders.

The development cf career iadders is based on a variety of values,
beliefs, and research evidence. Studies of young adults entering the work
force reveal shared needs for challenging vork, psychological involvement in
vork, coaching from experienced colleagues and supervisors, and meaningful,
frequent feedback (Hall, 1976). The study of a job redesign career ladder
thus provides an opportunity to address the reform’s impact on young teachers,
their mentors, and principels as well as its impact on schools and teachers in
general.

Field research completed in schools in 1984 revealed factors in peer
supervision, opportunities for career advencement, leadership, and authority
patterns (Hart, 198S). Other issues raised by career ladders also require

examination. First, adjustments in teaching emphasizing continual
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professional development are not unique (Freiberg, 1985); the co mmon

characterization of teaching in the United States as isolated and invaisible,
lacking a professional dialogue between members of the profession, and lacking
in substantive discretion and influence and the attempts of job redesign
efforts to modify these features makes the examination of outcomes vital
(Lortie, 1975). Second, principals, identified by research as the gate
keepers of 2ducational reform, alsc began to appear as significant factors in
the career ladder change process, people’s attitudes, and preservation from
the "vanishing effect® often identified as a threat to job redesign efforts
{Berman & McLaughlin, !978; Hackman & Oldham, 1980). Third, data from early
career ladder studies using a variety of evaluation gystems and revard
structures point to the need for a greater understanding of the process
dynamics at the vork site level as these systemg are implemented (Cornett &
Weeks, 1985; Hart, 1985; Peterson $ Kauchak, 1985; Schiechty, 1985). Finally,
wvbile formal evaluation and supervision poge the yreatest challenge for career
ladder legitimacy, the form of a career ladder is ultimately determined not in
vritten plans, but in the vay it is enacted in schools (Hart © Murphy,

forthcoming).

Method
The comparative case method vaa chosen because of its great strength for
angsvering the question, "How do authority, work, and opportunity structures
emerge in schools vhen teachers’ jobs and scope of influence are changed?"
The replication logic of the multiple-case method could thus be used to verify
the emergence of patterns and themes and their applicability across schools.

The reform movement currently undervay provided the opportunity to learn
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from people about the important values and activities in their wvork lives as
educators (Spradley, 1980). System level data is important to examine the
overall organizational development aspects of job redesign in teaching, but
survey data provides information primarily at the espoused level, and the
quality of feedback, interpersonal relationships, and career development is
also vital to understanding reform implications (Argyris, Putnam, & Saith,
1985). The study therefore sought to examine the range of problems educators
considered important in the career ladder )ob redesign, the wvay they made
senge of the reform in their own terms, and the mechanisms they developed to
handle the conflicts and oppecrtunities that arose.
The Setting

Because the purpose of the study vas to examine job enlargement career
ladders using job redesign as the conceptual framevork, two schools currently
implementing the first year of a job redesign career ladder vere required for
the study. The schools for the study were chosen for: 1) their use of a )ob
enlargement career ladder plan; 2) their villingness to provide access to the
regearcher for a participant observation study for an extended period; and 3)
reasonable accessibility to the researcher.l The subject schools were both
Junior high schools, providing schools of sufficient size to include fairly
large faculties but not as complex as comprehensive high schools for tle
initial study.

The district, located in a small city of 45,._.J, has experience a slov,
steady grovth pattern over the last several years. Student enrollments are

groving steadily at a moderate rate, totalling 10,996 wvhen the study began.

1The names used for the schools, administrators, and teachers are
fictitious. Some features of the schools and characteristics of inaividuals
have been changed to protect their anonymity.
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There are two junior high schools in the district; both schools participated
in the study.

The community is politically and figc-lly conservative, and the level of
financial support being given to career ladders has subjected them to close
scrutiny anu evaluation. West Junior High has primarily upper middle and
upper class neighborhoods. Its studentbody of 700 is served by thirty four
(34) teachers, a principal, an assistant principal, a counselor, and (part-
time) a psychologist and social worker. South Junior High is larger, with an
enrollment of 855 students and forty three (43) teachers. Its administrative
and support staff ias the same 8ize as West’'s. Its studentbody is almost
exclusively middle class. Neither school has any minority teachers and
administrators, though both schools have small minority student populations.

The district career laduer plan vas designed by a task force of faculty
and administrators. Each school in the district has one faculty member
representative on the task force; a secondary and an elementary principal
represent building administrators; and the superintendent represents the
district leaders. Additional members of the task force are drawn from
counzeling and special education. Feedback and input from parents through the
district PTA is actively sought, and the teachers’ association president is a
member of the task force. After the initial structure, selection procedures,
and job descriptions were developed, each sci.nol designed features and job
descriptions that fit vithin the generzl guidelines but wvere designed to meet
its perceived and unique staffing and development needs. While the plans were
organized differently to adjust to the quotas for pcsitions (10% teacher
leaders; «0% teacher specialists), the direct observation of teaching through

clinical supervision by principals and teacher leaders, building level in-




service, and formal and informal leadership roles for teachers wvere features

in all the pians.

Gathered during the 1984-85 school year, data for the study included:

1, systematic field notes collected using participant observation
methods by the researcher at the two sites for a full day twice each
month during the schocl year;

2. Journals and reflections recorded during the school year by teacher
ieaders, novice teachers, and some teacher specialists in the
schools;

3. structured intervievs vith teachers, teacher leaders, novice

teachers, principals, assistant principals, and teachers uninvolved

-n the career ladder in September/October, January/February, and
April/May of the school year;

4, a mid-year survev of teacher leaders and novice teachers conducted
to determine the frequency, content, and process of interactions
among teachers and vith principals. The return rate for the surveys
vas 95%;

S. Jot notes of clasaroom observatione by teacher leaders of novice

teachers’ instructional processes (the method of s. :rvision

6. audio tapes and transcripts of the tapes of conferences between
teacher leaders and novice teachers following systematic observation

' mandated under the career ladder);
‘ episodes;
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7. documenta from the district and schonois including the district
career ladder plan, school plans and job descriptions, newsletters
prepared by career ladder teachers, quality circle recommendations
and minutes, notes taken <t district career task force meetings by
school representatives, faculty meeting agendas and notes, quality
circle agendas and transcripts, and other documents related to
career ladder events during the year;

8. tapes and transcripts from the tapes of planning and evaluation
meetings of the three teacher leaders at one of the schools;

9. unstructured, informal interviews wvith teachers, students, and
adminigtrators in both schools throughout the year.

Several field procedures vere used to guard against researcher effects
and to check participant informant perspectives. A teacher at each school
site vas asked to vatch for specific evidence of researcher effects on the
behavior of teacaers and administrators relative to career ladders. At one
site, career ladder teachers’ supervision of novice teachers began with a
"flurry of activity® immediately after the first fewv interviews, having
languished for the first six to eight weeks of school, but te. .hers at both
sites soon ceased to adjust to possible judgments of the reseercher according
to teacher informants, a benefit of prolonged presence at the site. An
experienced teacher at each site vho chose not to participate in career
ladders vas intervieved for maverick or highly critical opinions that might
not have been tapped by the use of informarts more involved in and committed
to the career ladder, the probationary teachers, school leaders, and other
teachers in the school. Several unsuccessful candidates for career ladder

positions vere also intervieved as wvere members of the teacher leader




selection committiees at each school. 1In the spring¢ and during initial data
analysis in the summer and fall of 1985, emergi~g themes and issues vere
checked with participants for the explangtory value of preliminary

conclusions.

Analysis

Data analysis for the study followved procedures of established case study
and naturalistic research (Guba & Lincoln, 1983; Miles & Huberman, 1984).

Data from both sites vas first read thr.'gh ani iesue coded. Folloving s
gsecond reading of all date for each school, data reduction resulted in an
initial list of fourteen major issues vhich wvas then displayed in time-series
charts and school matrices (individual by theme, theme by time); patterns vere
matched together for major career and work themes and compared to job
redesign, career, snd teacher work literature. This process resulted in the
three major sections of the analysis section of the paper that followvs.
Conclusions were then drawn and checked using a process of data audit and
referent checks across time and betveen schools. Triangulation of methods and
sources vas carefully followed in order to provide multiple sources of
evidence for the study (Yin, 19835).

Initially, the study began as a investigation into the supervisory
relationships emerging from career ladders focusing on the rationale cf a nev
leadership team in schools, peer supervision, ard the district’s emphasis on
direct classroom observation as an evaluation tool. As the data developed in
the tvo schools it became clear that the career ladder affected all
relationshipe in the echools. First, the novice-teacher supervisor

relationship could not be separated from the rest of the gschool because of the
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strong influence of school-vide professional and interaction norms that

imposed themselves on the supervision. Second, the roles career ladder

teachers vere required to fill were nebulous vhen transferred from job

|
descriptions devigad in pianning meetings to nrectice in the scnools. Third,
the leadership of principals and district administrators strongly influenced

perceptions of teachers at each study gite. Fourth, as an incentive for

teachers, career ledder work became a part of the life of the school and vas

criticized for not being different from the status quo in important vays.

Hovever, career ladders undervent intense pressure from the school culture to

invol e tasks that vere comfortable and familiar. Finally, the district

evaluation system and its relationship to career ladder tasks, selection

processes, and acceptance was strong. Some teachers sav career ladders as a

thinly disguised nattempt to implement merit pay, increase administrative

control, or get rid of inadequate teachers. An ambiguity in the suspicions

against merit pay emerged; the norm that career ladders should "reward the

best teachers" vas voiced repeatadly. The findings of the study vere

consequently not limited to peer supervision and leadership patterns.

Fin. -~gs
In the findinrgs section or the paper the data is presented by major
emergent theme at each site. Folloving theme and data descripticn, findings
from the tvo gites are compared and analyzed. The three main themes
influencing career ladder implementation at the tvo sites were career ladder
tasks and educational impact, teacher opportunities for authority and

decision-making, and career incentives.

11 »




Career Ladder Tasks and Educational Influence

Because the career ladder investigated in the study wvas a job redesign
effort, the tasks perfcrmed by career ladder teachers and their perceived
importance for education in the school became very .mportant to people. The
school-vide influence of their work, effects on communication patterns in the
school, morale, and the supervisory efforts of teacher leaders played a
significant part in the developing patterns observed in both schools.

School-wide Impagt. School-wide impact of career ladders emerged for
several major reasons. First, the ultimate goal of any school reform in the
society is a positive impact cn education, wvhether that be through the
attraction of a more talented vork force, through programs, or through
supervision, evaluation, and revard systems. The effect of the career ladder
on the school as a vhole vas thus an important issue to the teachers and
administrators.

At Scuth, the importance of the career ladder teachers as a resource pool
for other faculty members vas emphasized. In his journal, one probationary
teacher noted in early October:

Fvery school has gome very good teachers. Career ladders allovs me

to tap their knowvledge and experience. Every schjol nowv can have a

regource pool within its own faculty focused on improvement of the

entire school.
Another teacher commented in her journal in November:

I’ve seen some teacher specialists really in action--the in-service

program is meeting my needs. We had a session on goal setting for

the year with a specialist. It really helped. I can see that

career ladders is helping my teaching, which in turn, must be

helping the students.

Describing the early efforts of the teacher leaders in his school, the

principal commented in October that:




The teacher leaders and specialists generate many school level
goals. This brings them from the isolation of the clussroom

to involvement. In this wvay ve have better recognized our
strengths and allov for nev reasources to havt an influence in the
school. . . . More than arything, I believe that the career ladder
identifies a resource at the teacher level for school innovation.
The superintendent and principai do not have the power to change
educational practice alone. They do nct have the impact on the
behavior of many professionals required to substantially change
practice in a profound manner alone. Administrative fiat cannot
change education. For example, the teacher leaders and faculty
vorking together chose outcome based education and in-service
treiring for a goal for career ladders this year.

eacher leaders alfo felt the necessity of influencing their school. In
September, one teacher leader mwsde this journal entry:

It haa bcer. great to have some time to look at the educational
process frow a distance. The students aren’t around and curriculum
planning and lesson design are more objective than vhen students are
breathing down your neck. The teachers .ll began the year nat quite
sure vhether they wanted to come back early or nct, but once we vere
all here and vorking the attitude changed to one of gratitude for
the extra time to get things done. AND ve’re being paid for it! I
find myself looking at [my subject] as it relates to the entire
school experience of a student rather than sowmething that is
separate and apart from the rest of the s~hool. It is neat to start
thinking hov music and English might combine or . . . speech, etc.
Isn’t it great to knock things like that around in your mind? You
bet 't is and I woul!dn’t be doing it if I weren’t here as a teacher
leader vorking days before the students arrive.

Another teacher leader, describing hig efforts toc marshall, nourish, and
revise a major curriculum and instructional area argued that his efforts vere
berefitting his own teaching but, more importantly, the educational program of
the entire school. By April, he was describing his involvement in curriculum
implementation as a "headache".

The teacher leaders at South vere determined to control their own work.
They met on a regular per‘odic basis to discuss the needs of the school and
their ovn role in it on four Saturday mornings during the year. In their

April conference their concern for school- wide instructional issues vas

evident.

ERIC 13u




[School-vide respongibility] hasn’t been pushed on us. “e have done

it because we have vanted to do it, because it ias benefitting the

school. There are great benefits Zor all of us in this school as a

vhole if ve can get the [program] to vork. That is vhy ve went it

to worl.

Their interaction vas dominated by problem-solving.

If the teachers each took five [students] it wouldn’'t be that big a

thing, or even t ' n. They could simply call them in for ten minutes

and say, you need to understand, you have got a clean sheet nov,

everything is taken off. But last time the records say that you got

seventy-three demerits. You need to understand now that this is

vhat is going to happen.

I guess ve all take upon ourselves this discipline program, which is

a school thing, and that is about as much recponsibility there as in

anything ve do.

In the discipline policy there are &5 many vague things. We should

clear it up by re-doing it to include vhat the teachers vant wvhen ve

pregent it to them. . . . And see hov they accept it.
Their interest i.. students vas also evident in their problem-solving
interactions. During one conference, a teacher leader expressed his concern
about *those kids that the program really ien’t workiag for®. A lively
dialogue about the “=havioral modification alternatives they might explore
ensued.

The school was not devoid of critical voices, however. In an intervievw
in the spring, the same teacher vho had praised the potrrtial of career
ladders as a resource for the teachers in the schoo' fescribed them as having
no impact on the school that he could specific- ..y descr.be. Then he added:

They will probably tell you that they vorked with some people and

that they did this or that and that they accomplished x-number of

things. But as far as I can see they haven’'t accomplished anything.

At West, participants vere also concerned with the school-wide impact of
the career ladder job redesign effort. Early in October the principal
expressed his expectations explicitly:

14
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School goals should be related closely to rlasaroom goals. The
principal is the leader of that team, and we need a closer
relationgship. . . . This would include instructional processes,
in-service, and other involvement. We should meet the needs of the
school as the staff perceives them and should seek to find out what
those perceptions are through gurveys, talking together at lunch,
conferences, etc.

The interview, journal, and obs~rvation data vere far less positive at
West than at South. One teacher specia’'ist recorded in his journal in
November:

I talked to a tenured teacher today vho expressed regentment that
they vere teaching a class in an area they were unqualified and
uncertified to teach in becaus2 [emphasis in the originall a teacher
leader vho had been teaching that class in previous years vas nov
free that period doing career ladder work. This vas an aspecu. of
the career ladder I had never thought about. This will be a
recurring problem.

Career ladders at West got off to a rocky start. The perception of teachers
throughout the school vas ambivalent--they really enjoyed being together as a
faculty and as prnfessional teachers to vork on school and classroom problems
at the beginning of the year, but they were uncertain about the efficacy of
career ladder teacher tasks for the school’s overall educational effort.
Early in October, a journal entry recorded:

A note on one aspect of career ladders that has been very positive.
Non-teaching daye prior to the opering of school have been very
beneficial to all. These have been gratefully received by most
teachers. I had “‘he opportunity to do some curriculum development,
classroom management planning, materiale preparation, and preparing
for that first day of school. 1’ve never felt so positive and so
prepared as I did at the beginning of this school year.

Those most deeply involved in career ladders began to feel some
school-vide benefits early in the fall. One teacher leader, in an interviev
in October, expressed her surprise at one benefit of participation:

I certainly understand many things about the school I never
understood before. I have had the chance to knov vhat is going on
ceveral times already this year vhen teachers have been complaining
about things vhen they don’t have enough information about things.
o 15
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I have been able to tell them vhat is actually happening a couple of
times and people have felt better.

Howvever, by April and May, some of *he initial skepticism vas-replaced by
praise for the specific efforts of some career ladder teachers.
Retrospectively, one probationary teacher praised the school climate/morale
building efforts uf the teacher leaders:

The teacher leaders themselves have had certain regsponsibilities in
connection with school climate. . . . I think those have helped.
For example, at the beginning of the year, I thought this vas great,
ve vent [to a resort] and spent one vhole day up there getting to
knov each other [vhile ve worked on @chool problemsl. We had eleven
nev prople in the school including the principal and then ten other
nev teachers. That day at [the resort] made all the difference.

The specific responsibilities =f some career ladder teacher specialists
also received praise in March:

In a discussion at lunch teachers felt the positive gchool climata
teacher specialist position, the enrichment week and others had
definitely contributed to a better school climate and a more
positive attitude on the part of students. I feel very strongly
that that i3 the case. I feel our school is a much more positive
place for our students to be--at le.st from their point of
viev--thar ever before. The emphasis on excellence in academics and
citizenship haa completely turned our school around I feel. The
dinks [sic] are no longer the idols of the school.

During the year before career ladders vere instituted, the faculty and
administration of West had decided that they wvanted more positive
reinforcement for students vho wvere doing a good jeob academically and in their
behavior, so that when the job descriptions for teacher specialists were
forrmulated, they wvere all ready to request a teacher to organize an enrichment
veek of extra curriculum and a special positive reinforcement program for the
year. These tvo programs received kudos from the faculty and administration
in March. Said the principal:

The [enrichment teacher specialist] has vorked her head off to get

this enrichment veek put togethe:s. We are just about there. She

nag got the course descriptions nov and is putting it all on the
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computer. We are going to register the kids probably Friday. Many
teachers said, "Oh that is a nice thing, * but they didn’t realize
hov ve got it.

The teacher specialist role assigned to help reward students for academic
achievement and behavior wvas also a smashing success. After describing an
elaborate system of prizes for citizenship, attendance, and academic
achievement, students of the day, and special activities that students could
earn by getting outstanding grades or cutstanding citizenship marks, the
teacher in charge of the program because of the career ladder summed up his
experience:

Taking them all together I feel that they really had an impact on
our school. The students came to think of the school as more cof a
fun place vhere teachers are irterested in students. Their
achievement is recognized and good behavior is recognized. . . . I
like the approach of having two avenues [for the rewvardsl. . . ,
because there are gome students vho are never going to get a 3.7 GPA
but wvho are great students and great contributors. Overall I think
that it has been a tremendous programs. We didn’t have career
ladders last year and one of the big differences that I have seen is
in the unified effort of positive reinforcement for students.

I think that has been great. It has been on @ school-vide basis,
not Just each teacher deing their «wvn thing her and there and not
Just a once in a vhile program saying, "Let’s do this for the kids. "

Another teacher, arguing in an interview that the emphasis on the
supervision of nontenured teachers seemed at times oppressive, felt that even
more emphasis could be given to the solution of school-wide problems through
the career ladder:

I thi.k less emphasis should be given to helping non-tenured

teacherg and more on . . . helping the school as a wkole.

Some of the pressure should be put on some ~ the older teachers in

the school as wvell. If ve are trying to help education as a

vhole--really look at it--we non-tenured tc .chers are trying to do a

good job.

Expressing his surprise at developments during the year, one teacher remarked

in the spring:

15
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I think that the teacher specialists and probably the teacher leader
positions are helpful in a way that wve probably never realized they
vould be. That ig that the teachers in those positions become
involved in the school more in depth and put a little extra into
their relationship with the ad=inistration and other teachers with
the school. You start to feel like, gee, I am more of a part of
this school and I am important in this school. I can do something
to help this school, and I can do good things. It makes you feel
better about yourself and your position in the school even though
the $900.00 is a joke.

Communication. Communication betwveen teachers and between the
administration and teachers wes also an element of the tasks and influence of
career ladders in the school. Communication issues took several forms--a
sense of fairness, the representativeness of decisions, the selection of
career ladder teachers, and the legitimate critical analysies of “usks and
individual effort expended in this first year of career ladders.

At South, communicatioi: quickly became an important issue. When the
faculty first met in the fall, many ideas vere bandied about. One
probationary teacher remarked in her journal in September, in reference to the
previous spring’s selection procedure:

I felt like the implementation of the programs was quite fair. I

felt like (teacher] representatives and administratoras wvere really

villing to listen to all of the ideas, and the fact that anyone

could apply for a teacher specialist position reassured me that nev

teachers wvere not being discriminated against. But I do feel that

there vas little choice for the principal and selection committee to

choge from in deciding on the teacher leaders. The feeling wvas--the

older teachers have paid their dues. But I’'m not sure they would’ve
made the best teacher leaders.

One of the major issues in early communication at South involved a simple
question, "What is a career ladder?" A veteran of the district wvho later
became a teacher leader said:

When I first heard about [the career ladder] it sounded like merit

pay to me and I opposed it. As the task force committee met through

the year I gradually changed my mind. The most important aspect of

the committee vas that it —ontained a teacher from eachk school in
the district. I felt good as things progressed--particularly as the
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job descriptions for our own school wvere written. I really liked
the process used for forming a selection committee by voting for
them. I did not plan to apply until I began to see vhat things the
teacher leaders vere going to do here, and I felt that it would help
my career. . . .

The frequency and the intensity of communication in the faculty at South
grev,

In faculty meeting ve have gone from ore faculty meeting a month to
three a month and a departmental meting on the fourth. During one
of the meetings [the principal] leads a discussion. We really talk
about issues and don’t juet get announcements. During the other
farilty meetings the teacher leaders and we ha’e more discussion and
less of the plop something down and tell us. Even though there vere
many hurt feelings in the spring, people feel good here novw. We are
all feeling very positive about the wvhole thing.

These faculty meetings wvere not simply tacit radifications of policy. A
probationary teacher described them in April as forums in whkich:

(Wle talk a lot about vhat is going on and wvhat modifications we
need to make in the ladder. Sometimes they become very vigorous.

The expectations developing at South for increased ability to communicate on
professional issues were expreased in October and then again in April by
teacher Leaders in the school:

I expect myself to be tne vehicle vhere neat information that has
alvays been there about teaching and schools really can be shared
and communicated. We didn’t have career ladders my first year here
and the attitude I perceived vas that the experienced teachers felt
"vhy should ve make it any easier on you?" This is an opportunity
for nev teachers to share ideas and our commonality.

Our ability to communicate information from the district is much
better this year because specific individuals are in charge of
specific kinds of things. In the past you had to trust the
principal to bring back vhatever wvas appropriate and whatever (hel
thought was appropriate to tell us. There vere times wvhere other
schools found out things that we didn’t find out about just because
our principal thought that it wasn’t important.

On a less happy note, still addressing the importance of communication during

changes of great magnitude, one probationary teacher declared in an October

journal entry:
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Last veek, faculty meeting was held, but only for teacher leaders

and teacher specialists. I wvould really like to knowv vhat happened

and vhat wvas discussed. I think the teacher specialist over my

department is supposed to communicate the information to my

department, but she never does. It wvould be nice to be informed on

the issues.

At West the issue of communication took a somevhat different tone.
During an informal conversation in November one of the probationary teachers
vho expected to be vorking closely vith career ladder teachers during the year
indicated that she did not learn about the process the teacher leaders wanted
to use for observation until she overheard a conversation in the teachers’
vorkroom. She said that "the teacher leaders’ work is very invisible and she
doegn’t even overhear conversations about it" very much. Her impression vas
that none of the people sghe interacted with directly were talking much about
the career ladder. Her biggest concern wvas about teacher leader use of their
extra preparation periocd--a time designated for career ladder work. This lack
of understanding about the nature of career ladder teachers’ work vas shared
by other West teachers. As late as April, one teacher indicated that she wvas
"not sure vhat other areas [the teacher leadersl had as their specific
assigaments. It hasn’t been obvious.*

The lack of communication sgeverely hampered career ladder activities at
West. In October one teacher leader indicated that they "did not know vhat
to do, what tasks to perform to move on to the next stage". She asked wvhat
they should be doing and indicated that their additional preparation time was
being used to do their ovn preparation for teacher, not for teacher leader
activities as supervisors or mentors. This early confusion prompted one
teacher to remark in March that “particularly with some of these teachers,

they should have the description [of their duties] carefully written down--as

far as vho has vhat, etc.".
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Communication failed the career ladder at West folloving the direct
observation of teaching as wvell. In May, one novice tea.er complained:

I think they should, whenever they come to vigit a class, say vhat

they have to say, good or bad. I alvays vondered aftervards vhat

they thought. That would be my major recommendation [about

observational. I would think that they should be doing more for the

school, and yet none of the teachers I talk to seem to know wvhat

they are doing.

A small group of teachers at West attempted to bring to the attention of
their colleagues and the district career ladder task force a get of concerns
about the assumptions and implementation of career ladders that they fe.t wvere
not receiving sufficient hearing. One teacher, an experienced veteran in the
district, said that if the researcher vas not getting lots of complaints, sghe
vas not asking the right questions or talking vith the right people. Late in
November he talked angrily about his frustrations. He strongly implied that a
snov job vas in the wvorks.

This same sense of frustration over communication vas felt by the
teachers’ representative from West on the district career ladder task force.
She expressed her frustration in March and then again in April of 1985S:

I bring suggestiona to our task force. Some are considered, I don't

thin ve are blackballed Just because I am from [West]. I think

probably they do iListen. But I don’t knov hov to explain this,

maybe ve just don’t feel ag appreciated for the questions that we

are trying to raise--not to undermine the gystem or the program--but

that there are gome valid concerns that people have. Sometimes I

think that the feeling people have is that our questions are

undermining or just being negative for negative gake. . .« « Ve are

the black sheep of the district.

Another teacher expressed his concern about the efforts of West's
representatives to bring the hard questions associated vith career ladders

before the task force:

She says that ghe goes and gives them recommendstions, but nobody
ligtens, and nobody hears it. They don’t geem to have the sa.>

concerns.
o




The principal at West wvas open to discussions about worries in the
faculty. Early in March he remarked:

Discussions have helped us recognize some fesliings--maybe not so |
much helpful for this year, but as ve project into another year. |
Feelings are a real concern. I have got the goals of these teacher |
leaders; I never gave them to the teachers. I didn’t think they !
vould vant them. In yesterday’s discussion with the task force, ‘
someone said, "if they only nev vhat the goale vere.® Oh, dummy,

give them the goals. That type of thing has been going on. ‘

He also knev that other schools vere experiencing some difficulties:

I have tvo neighbors, one that teaches as [each of the high
schoolsi, and I can tell you vhat they are telling me. When they
talk about school, it is not as rosy as . . . some people. Finally
people sensed that [(the superintendent] was serious about evaluating
(the career ladder] and not just hearing roses. Pretty quick people
started to gab over here.

Communication ai West vas also facilitated by the career ladder. Teacher
leaders expressed satisfaction at their increased involvement in the
information system of the school and the scope oi understanding of the total
educational picture it gave them.

It is nice to knov vhat is going on. . . . 0Of course, there are
gsome things ve can’t know, but to be part of the information and
vhenever you nave ovnership in anything, I think you feel better
about it. And to share that with other people--this is vhy the
principal had to do this. They are more receptive because they are
hearing it from a colleague. Maybe they would never have heard it
from the Indian Chief. I think this [communicationl has dispelled
some of the anxiety that permeates throughout our faculty, and I
guess all faculties. To have a piece of the action is a good
feeling.

Morale. The effects of career ladder on morale vere evident in both
schools. Whenever studiea have explored job redesigr efiorts, people’s
feelings about themselves and their vork have played ar important part. At
South, the immediate effect of career ladders on morale wvas euphoric. Early

in the fall of 1984, teachers at South wvere exclaiming about the positive
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effects of career ladder activities or teacher morale. One teacher’s journal
entry in November indicated:

The morale at gchool is really high this year. The nev uiscipline

policy that vas put together by the teacher leaders and adopted by

all of the teachers during the extra days has made a difference.

Also, there just seems to be more of an interest in one another.

The morale issue vas complex--reflecting impressions about personal and
professional worth. One teacher specialist at South indicated in October that
she felt that career ladders would *help teachers feel more professional and
appreciated". She also felt that it would make them feel "less like a dead
end job® and would "kesp things interesting so that you do not have to do the
same thing every year". The element of choice vag vital for her. Teachers
could "do more if they vant to" and those "who don’t do not have to". This
senge that career ladders could create an atmosphere ¢ collegiality and
cohesion vas illustrated in other data. 1Tn an interviev in April, one
probationary teacher credited the teacher leaderg vith having "done a lot to
make the faculty a more cohesive group®. Another teacher indicated that "it
has just made the faculty feel a lot higher morale, a lot closer and a lot
more profeasional-”.

At South, »ven the teachers vhe personally opposed the reform admitted
that the atmosphere generated by career ladder activities in the first year
vas positive. One veteran teacher described the career ladder effect on
morale this vay in October 1984:

Career ladders . . . have raised morale in the faculty at [(South] as

a vhole substantially for most teachers, but not for me. . . . I

guess it provides an aura of professionalism. I like the emphasis

on teachers--the expectation of the implementation of teaching

ideas, the increase in morale, impioved use of instructional

methods. I expect it to mwake better teachers, and that vill
provide for better atudent learning.

2.
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Involvement in the ladder seemed to influence teachers’ attitudes

substantiaily. As early as October, the principal expressed worries that

teachers vho vere not involved in the ladder were mounting *serious

oppocition® to the ‘areer ladder. Because there were naly tvo career ladder

*ateps”--teacher specialist and teacher leader--participation rates were often

vieved as too low, even though 10% of teachers in the district wvere teacher

leaders and 40% vere teacher specialists.

Several factors help explain the qualified but generally positive
regponse or teachers at South to the career ladder in its first year. First,
the process used to develop the features of the ladder involved teachers from
the very beginning. One teacher specialist, comparing her experience to that
of her sister who taught in another district in the state, indicated that:

I can see it vas done better here. We started early. The

discussions vere open. We can discuss problems. I don’t think it’s

a threat to people here. There are also more opportunities.

A probationary teacher not new to the district expressed her support this vay:
I think that all of the career ladder discussiona have made us more
avare of our profession. For me it has wade me a little bit prouder
to be a teacher. So I think that my teack.ng hae improved. I think
that most of the teachers in the district have an avareness of the
fact that ve are doing some good things in the district. Most of
the teachers that I have talked to do enjoy the idea that ve are
moving ahead, that wve are improving. I have one friend who moved
here last year. . . . She moved here from [another district in the
statel. She said there is a really big difference in the attitudes
betveen the tvo. Here most of the teachers seem to be looking
forvard and really working to improve. It has made the teachers a
lot more progressive.

Morale is an illusive concept. Feeling good about ones work, ones
profession, and ones performance involves a complex set of variables.

Hovever, at South, the combination of progressivism, reform, and hopefulneas

came together at the right tiwme in ‘he right combinations during the first
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year of career ladder implementation. When a probatiounary teacher vas lLaving
problems vith a difficult student, he indicated that:

[The teacher leader] vas there, I guesa more to give me mo.al

support than anything. I felt good about that. It is nic.. *o have

someone else. I have heard that a lou from people. It ig a

variable that people have noticed that is different from other

years. Not that the people are different, but just that the

structure makes it more likely to happen.
The assistant principal at South offered insight into some of the dvnamics:

I'm not sure vhat affect [career ladders] will have on morale, but

there seem to be fever problems and concerng. I don’t think ve can

fcrget that things look better at the beginning of anything newv. We

can’t discount the improvement influence of all this attention at

the begianing.
Additionally, the attention that teachers, long neglected as a legitimate
professional group by the society at large, received during thies first
intengive year of the career ladder implementation at South provided a glimmer
of hope that their devotion to the education of the citizens of the future vas
not a sacrifice offered in darkness and in vain.

The early effects on morale of the implementation of career lidders at
Weat vere diametrically different than those at South. While the principal at
Wesat recognized that failure to rise in the career ladder wvas having negativa
effecta on teachers, the teacher leaders were calling the effects
"devastating”. In October, one teacher leader remarked:

My greatest fear is for the career teachers outside the ladder.

. +[Tlhey may 8lip through the cracks. Our influence should be

school-vide, including non-career ladder teachers. In don’t know

howv that vill happen. One of our teachers wvithdrew [his]

application for career ladders. He was a great teacher and is

really hurting personally. I think his teaching has suffered.
Complaints about the lack of effort from career ladder activities occupied the

interaction betwveen principal and teachers at West. One teacher who had

lodged a complaint with the principal in the fall described her feelings:
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I felt like a little narc (sicl, because I had heard through the
grapevine that one of the teacher leadera vas uaing one of [his])
preps [(8ic) in the shop. And one of the custodians confirmed that
and said, "Yea, I have seen him." So I went to [the principall and
said, "I don’t wvant to be a tattletale, but if this is happening, it
really makes me mad." I resent that, because that is not vhat this
time is supposed to be for. . . . (The principall vas very
cooperative, he said, "If this is happening, I will find out about
it."

The faculty at West ..veloped the impression that they wvere odd. The
task force representative from the school indicated in March that:

We just have this reputntion at the district meetings as being the

rebellious, radical school. I think vhen it gets back to [(West], or

ve voice concerns and they scemingly are ignored, it has the effect

of saying, "Well, they are not listening to us because ve aren’t

going along with the crovd. ([We feel that] they just choose to

ignore us. One article in the paper that appeared really raised

hacklesa because [the superintendent] didn’t mention our concerns.

The negative wmorale at West vas self-reinforcing. By early spring one teacher
said that ®in our faculty meetings it seems like everybody is alvays griping
about [career ladders)". Expressing frustration, the district career ladder
task force representative said in March:

Why is it that our school is always the gripe source. When I go

back to the meeting on the district level everybody else seems to be

very happy about how {it) is working.

Even at West, the "black sheep" of the district, morale vas not 2antirely
devastated by career ladders. Some teachers talked about their sense of
support, the presence of z back-up system Lo help them vhen they vere trying
to do their best vork. One teacher said in March that:

I have felt like with my teacher leader her primary obligations were

her classroom. I don’t think that she thought about vhat I need as

a primary purpose. What I am saying is that she is concerned, but

she isn’t primarily concerned about my classroom but her own.

Hovever, another teacher indicated that the teacher leaders had provided him a
valuable resource on vhich to drav.
26
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If I am not sure the lesson is going to gr . . ., I just valk in and
say, help! And I have done this with other teachers. Wken somebody
ig aro ad I grab them. Tell wme vhat I dc?
By the apring of 1983, teacher leaders felt that the control over initiatives
by teachers vas beginning to turn the tide on the frustrated feelings at West:
There ars many benefits svch as public relations with parents,
pogitive attitudes are up, and programs are teacher initiated rather
than administration initiated. The teachers viev these things

better because they vere developed by one of us, in their
terxinology, instead of one of them.

Teacher leader and teacher specisligt .ork. The tesks and vork of career
ladder teachers played & significant role in the development of attitudes and
interaction patterns in cereer ladders in the first year of implementation.
Career ladder teachers in the district wvere aswigned significant supervisory
and cu.riculum responsibilities. Participation in these tasks shaped, in
large measure, teachers attitudes about career ladders.

At South, the teacher leaders influenced the talk about and assessment of
career ladders. The contrast betveen their previoue experiences with teaching
gupervision snd che structured opportunities for interaction under career
ladders vas apparent in the reflectione ¢f a teacher leader:

My first year the principal came into my class only once. In fact,

my former student teaching supervisor frocm the university visited my

class wore often than anyone wmy first year, and ve would ta_X about

my teaching. . . . After the first day of school I kept expecting

someone to come into my cless and say, "Well, hov did it go?* but no

one did. I finally decided that I would just have to do my best and

hope that I would improve and notice my ovn mistakes and be

qelf-critical.

As early as October, a teacher indicated in .n interview that the career
ladder structure had changed their interaction patterns. What the structure
gave her vas formal support:

I feel like I could go to any teacher leader or teacher specialist

and say, "This is my problem, " and get heip. Since there has been
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this change . . . , a lot more discussion takes place in this
faculty.

Howvever, teacher leaders learned that direct observation and feedback
about teaching vas sometimee hard to give. Teaching is a very personal a:st,
closely tied up wvith many people’a sense of self. A teacher leader descr:ibed
his struggle with the observation process in April:

Teaching is 8o much a part of ones being. "I am a teacher." They
really tie personal feelings into vhat they do as teachers. If you
openly of blatantly attack vhat someone does as a teacher it can be
very devastating for those individuals wvho have not learned to
disassociate behaviors from personalities. . . . So a lot of vhat I
do is talk about that [personal connectionl a bit. I point out that
I hope [theyl realize that [they’re) a great pere.n and I appreciate
vhat [they]l do. All of us do [things] at times that wve wvould
change.

As observations became more frequent in the fall, a probationary teacher
recorded this experience with direct observation by a teacher leader:

{Shel came in during my advanced French class. She said, afterwvard,

that it would be difficult for an observer who didn’t speak French

to knov vhat vas going on. Maybe, but I think you could alvays tell

if I vere using PET [principles of effective teachingl, even if I

vere teaching Pushtu sign ia. guage. I wondered if I would be

nervous vhen she came, but it really didn’t wmatter. . . . I'm a

good teacher.

The use of a closely defined set of classroom "principles" and lesson
design characteristics to gtructure the direct observation of teaching vas
implemented by the district. These principles, known in the district as PET
(principles of effective teaching), vere also used in the regular evaluation
observations by principals for several years before the career ladder was
designed and vere part of a program of instructional improvement being
vigorously pursued. They came to dominate the post-observation conferences by

teacher leaders at South. The majority of teachers seemed to feel that

teacher leader observations were focused not on evaluation or jJudgment but on
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their professicnal development. In a spring interviev, a probationary teacher
described an experience vith one of the teacher leaders this vay:

She came in [(vhile) I vas teaching a boring lesson. I vas so made
at those kids, because ve vere vorking on some grammar, and they had
forgotten everything. So I had gtarted the lesson and didn’t have
time to svitch. She stayed the vhole period. When she left, I
thought, "I am a crummy teacher.® But vhen I got her comments back
and her observation sheet, I felt really good about things. I felt
like she vas really there to help r» She vasn’t evaluating me as a
teacher but trying to help. When s... left [after the conference} I
felt really confident about vhat I had done. She did give me some
pointers, maybe some thinge that I could have done, but mostly she
talked about the positive things that had gone on in the classroom.

Another teacher leader described specific instructional techniques he felt he
had assisted probantionary teachers with in teaching to an objective; he
described hov the teacher leaders and gpecialists had come to structure the
staff development activitiee and in-gervice training they vere in charge of
around issues raised during obgervations in classrooms:

Because [vel can . . . be in the classroom to observe vhat teachers
are doing, wve can find specific areas that several teachers wight be
having problems vith [or vant to concentrate onl. I touch base
[vith the other teacher leaders] quite a bit on that. There igs a
lot of talking back and forth. . . . In terms of my contribution,
being able to provide in-service for the staff, that knovledge of
vhat i8 really happening in classrooms gives me a very sirong
position.

This involvement helped many teachers vith years of experience. A teacher nev
to the district described his assessment of the teacher mentor duties of
teacher leaders and the observition structure used by the principal in
October:

My previous experience vas very different. I received no
supervisory help, zero help, and the idea that the evaiuation
process vas supposed to help teachers vas non-existent. I have
experience more help, trust, and involvement so far at [Southl this
year than in my previous six years combined. . . . I feel that a
fellov teacher vho understande vhat ve all go through vill be
aseigned to evaluate vays that I can improve my instructional skilis
and people relationships, so that I can become a bstter teacher. I
expect teaching to be more enjoyable as a result. I also expect
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that it will lead to better relationships betveen teachers and
betveen teachers and the administration.

A pattern of observation, comments about the structure of the lesson plan
and insiructional techniqueg that se«wed to fit into the PET model, praise,
and a fev suggestions began to develop in the post-observation conferences
recorded by the teacher leaders. O0Often cr .enting that "research tells us®" a
given technique cr social interaction pattern facilitates or limits teaching
effectiveness, the teacher leaders attempted to involve the teachers they
supervised in substantive discussions about teaching. Assessments by the
probationary teachers and others were usually positive, though a fewv teachers
remarked that an over-reliance on positive feedback sometimes made the
conferences more geem more ceremonial to them than helpful.

The use of PET to structure observatione sometimes created a very narrov
viev of teaching, howvever, even causing some conflicts vwith other
instructional and curriculum progr&ams in the school. Stilted references to
*feeling tone", "teaching to an objective®, "motivational level®, *knovledge
of results®", and raising the "level of concern®, even vhen it vas stretching
the point, appeared in the conference data. When other forms of teaching vere
going on, the teacher leaders sometimes found it difficult to offer useful
comments. In classrooms vhere individualized instruction, outcome based
instruction, computer managed instruction, or group tasks vere being used to
structure the learning activities, the teacher leaders would often say that
they had not been able to recor” many observations about the classroom
interactions because the teachera "vere not teaching®. One teacher leader
repeatedly asked teachers to invite [him] back vhen they vere "teaching a
leagson" to the class so that there would be something to observe. Another

found the lack of direct wvhole group instruction frustrating and asked
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teachers to plan gome syatem requiring the vhole class to be involved together

at the beginning of the period every day, some form of "anticipatory set" and
"teaching to an objective".

Hovever, even though the system seemed rigid and forced at times, many
teachers found the feedback they received to be ugeful. Throughout the year,
in ‘ntervievs, during informal conversations, in their Journals, and in their
comments to the teacher leaders during recorded conferences, teachers
Commented that they appreciated the chance to talk about their teaching ancd
receive gubstantive feedback about claesroom interactions. Some teachers
indicated that they felt the teacher leader vas in a non-judgmental position
that made it possible to be of more assistance vith professional
development-~different than having the principal *come in and tell [him] if
he’s a good or bad teacher". Several teachere, gtill probationary but in
their second of third year of teaching, commented that they really wighed they
could have had the career ladder assistance vith their instruction during
their ovn first year of teaching--even vith tasks ag instrumental as
completing their official roll book correctly for the gtate audit. one
Journal entry in early December was illustrative of these reactions:

Last veek [one of our teacher leaders] came in to obgerve. I vas

somevhat apprehensive about having another teacher, especially a

teacher not certified in my area of expertise, come into ny

Classroom and make observations on wy teaching capabilities. I felt

a bit resentful, because I knov that [(she) only vigits the

classrooms of non-tenured teachers, and I vould have appreciated

help my first year of teaching rather than my third!

During her stay in ®mY room (one period) I vas nervous, but

[shel helped me to feel more at ease as time vent by. We wvere

vorking on writing poetry. AT the end of class I asked for students

to volunteer to read their vork. After a fev students had shared

their vork, (shel] shared hers. I felt good to knov that she had

been participating in my activity.

After class, [she] set up a time to have a conference; ghe

pointed out that her Job vas not to evaluate. . . . She gave me 3
chance to ask her gome questions and to digcuss my concerns vwith
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her. My feelings at that time vere those of wishing I had had

someone like this to help wme through my first year of teaching.

First-year teacheres often feel go alone as they enter their

claassroom each day to face a mountain of paper wvork and student

discipline challenges. [(The teacher leader] can be extremely

valuable--a "shoulder to cry on", and a source of advice and comfort

in a hectic wvorld.

As vord spread among teachers in the zZchool that the teacher leaders were
giving useful feedback about teaching, several experienced teachers began to
contact them and invite them to their classrooms to observe for specific
ingtructional issues or just to see what they vere doing. From late October
on, teachers would occasionally request assiatance of the teacher
leaders, taking the initiative themselves. One teacher leader remarked that
she found this development professionally gratifying. "Now they are starting
to come to me. . . vhich is flattering. I am glad to help out if I can. That
is really all I do." A groving trust and reliance on the professional
asgistance of the teacher leaders persisted in most faculty members, even
though the messages they delivered were not always sugar coated.

The most videspread complaint at the end of the school year vas that
there had been far too little direct classroom involvement from the teacher
leaders; they had not been able to give enough contact and feedback. Teachers
aleo felt that, even though formal observation and structured feedback vas
sometimes stressful, it wvas more helpful to them than informal visits and
casual talks vhen they could grab them, in the hall or in the teachers’
lounge, because the feedback wvas more consistent. The teacher leaders, on the
other hand, ail stated repeatedly that they felt their informal visits wvith

teachers vere extremely helpful, perhaps more helpful overall than formal

observations. South’s mentor teachers received considerable praise from the

probationary teachers.




At West the experience vith teacher leaders as 8supervisors and mentors
vas asgessed lesg poeitively for many months. In her journal in the fall, a
nev teacher recorded one avkvard incident:

[The teacher leader] observed fourth period today. The students

vere unavare that she vas there. It vag a stiff, uncomfortable

situation. I vas afraid to reprimand them the vay I usually would

becauge Judy vas there. Their students vere embarragsed, as vas I,

vhen she got up to leave.

She [held a conference] vith me concerning the observation.

She vas nice enough to pick out the positive points of the period! I

vill knov better than to be intimidated by her presence next time.
Other experiences vere equally disconcerting. The teacher leaders indicated
in the fall that they vere unsure exactly vhat they ghould be doing, even
though they had received trainiag in direct observation during the gummer.
The only teacher leader vyho actively pursued observations early in the year
met strong resistance from geveral teachers; scuttlebutt and rumor flev around
the school that the teacher leader vas being overbearing and difficult.
Unlike the teachers at South, several teachers at West expregsed the belief
that one visit from a teacher leader vas more than enough torture for any nev
teacher to have to endure. "A mentor can €180 be a tormentor, * commented one
experienced teacher.

The teacher leaders vere concerned. In interviews in October, all three
of them expressed a gense of alienation from other faculty members. In a
September journal entry, one teacher leader recorded:

There are some real feelings that the teacher leaders have a cush

[sic] job and that they really don’t have to do much, but I have

seen that a lot of things go on behind the 8scene and may not be real

noticeable to the majority of teachers. It ig therefore important

that some specific tasks are given and that the faculty realize that

things are going done. . . . I have noticed that the teachers I am

superviaing often come to me to find out the nit-picky things that

nhever really get esplained. I like that feeling that they knov that
I can and vill help.




Because of the intensively negative responses of twvo probationary teachers to
gsome aspects of teacher leader observation and supervision, the teacher
leaders decided a8 a group to delay their classroom vigits--first until the
end of the quarter, then until after Christmas. While the teacher leaders at
South vere each concentrating on different areas of school need (progranms,
staff development, supervision), the teacher leaders at West had identical job
descriptions and decided to do the same things at the same time to avoid any
more complainta about the inconsistency of involvement with different faculty
members. An anxiety ridden probationary teacher described her feelings
against career ladders explicitly:

Sometimes you get the feeling you’re joing to be watched a lot under

career ladder. It causes anxiety. The supervision neede to be

clarified more 8o evaluation doesn’t leave us on the line all the

time.
Highly vocal and critical feedback stopped the teacher leaders dead in their
tracks, even though many teachers wvanted more involvement from theam. After
explaining that he "takes a lot of guff" from the other faculty members ("When
you valk in the faculty lecunge, conversations stop.*), one teacher leader
expressed his concern:

Even though I'm a teacher leader I’m struggling vith the concept of

career ladders. I am concerned with the conflict between loyalty

and honest criticism that I feel. Personally I feel both obligated

as a teacher leader to be loyal to the school administration as part

of the team and the need as a professional teacher to offer honest

and constructive feedback and criticism. I’m not sure that they

vant me to be too honest. I enjoy the pay level and the freedom it

offers me. I also have found working on broad school goals,

vorkshops, and development opportunities to be professionally very

revarding.

There vas also ample evidence that many teachers were wvilling and able to wvork

vith them. The lack of initiative on the part of teacher leaders irritated

gome teachera:
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The teacher leader seem8 to feel like he can’t come in my class
unlees I invite him. He hasn’t visited my class formally yet [late
Novemberl. I would like the contact to be a shared
regponsibility--not alvays my responsibility to invite him. They
need to be about their job contacting, helping, observing, and
getting into the instruction in the school. I also like having the
opportunity to seek them out, hovever. Ny goal is to become a
better teacher, and I hope the career ladder vill help. I really
enjoy teaching.

Another teacher commented in mid-October:

[(Shelhas held off coming, but I hear s8o much about . . . hov good
she is . . . that I would really like to interact vith her more.
I'm vould like to see [her program] in action more and have more
assigstance from her. I need to vork vith her. She ha been very
helpful whenever I have asked, but I would like to visit her
classroom, also.

Commenting on the relationship of career ladders to teacher supervision and
professional development, a teacher specialist rewarked:

Supervision in education vas something superficial and limited for
me. There wvas not much support and help coming from the fev ashort
visits others made to my class. I vas left on my own. There are
some disadvantages to that. . . . Maybe I could have avoided some
of the pitfalls if I had had more help. Career ladder could provide
the resources to help nev teachers avoid those pitfalls before they
occur.

Expressing his surprise about the early resistance and the teacher leaders’
subsequent wvithdraval from active observation and gupervision in the fall, a
teacher leader commented:
My supervision is not evaluative [sicl in nature. I set up a
pre-conference to a formal visit and alvays talk with them about
their preferences about wmy visiting. I can not recall anyone
expressing any negative feelings to me [directlyl] about my visits,
though they probably save that for the faculty lunch room. I alvays

had the impression that the teachers vant someone to come in to
their rooms.

The ambivalence in the faculty at West about career ladders the first of
the year caused considerable confusion. While one group of faculty members
wvas complaining about any observation/supervision from teacher leaders, others

vere critical of their lack of initiative and their absence from classrooms.
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There wvas talk that the tapes of conferences being made for the study might be
used against them. "Who sees those tapes?"

By late November all three teacher leaders expressed regret about their

teachers to vhom she vas asgigned and expressed her increasinrg enjoyment of
career ladders. "I am feeling good, more comfortable, about things now. We
all are. We are having some good experiences.” Poaitive experiences began to
reshape the opinions of some faculty members:

I've deeply appreciated having a teacher supervisor. She has been
in a couple of times and I have asked her for help.

|

|

|

negativism early in the year. One teacher leader had visited with each of the
The supervision that did take place, hovever, though organized around PET

because of the district instructional improvement plan, vas far less

flexibility and prevented them from feeling obligated to "come back vhen
you're teaching®, it also left some people feeling uncertain:

From clinical supervision by my teacher leader I expect that she
vill consider this a daily responsibility to work with other
teachers, not on her ovwn teaching. There are problems if they are
involved in evaluation of other teachers, and I would like to see
evaluation separate from the teacher leader growth supervision. I
vant them to avoid the trap of forcing nev teachers to conform to
their personal taste rather than good teaching practice. I think we
vill achieve better and more objective supervision vith set criteria
for the teacher leaders vo use. Unclear evaluation in really one of
the greatest dangers I see in career ladders.

structured and uniform. While this development gave the teacher leaders more
|
|

As the teacher leaders at West got into more classrooms, positive
regpongeg became evident in a groving number of faculty members (never all of
them). The use of PET feedback, very similar to that used at South, began
appearing in conferences and in obgervation notes. Teacher leaders also began
talking about "stating your objective®, *monitoring and adjusting®,

*anticipatory set", and "sponge activities®". The language of PET appeared
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more often in their interactions. Two December conferences by different
teacher leaders illustrate the kind of interaction that vas developing. A
teacher leader said:
You responded to individual students if it was relevant. And I
noticed that you extinguished . . . disruptive behavior that would
interfere vith your content or vith the flowv. You . . . ignored it
very nicely.
A conference with a probationary teacher revealed:
I guess gometimes I give up, because I feel like I shouldn’t have to
babysit thease kids. I shouldn’t have to remind them every minute to
be quiet.
No you shouldn’t, and there are techniques to help you not have to
do that and classes vhere you don’t have to. You should not proceed

until you get . . . a good response.

And 80 I guess asometimes, I give up on it. I suppose that is why I
have come along and been kind of inconsistent.

The conference continued vith specific mechanisms for dealing with a classroom
full of junior high school students shared by the teacher leader and an
appointment made to observe the teacher using one of the nevw techniques.

By mid-January, teachers began talking about the assistance they were
receiving from teacher leaders. In a journal entry, one teacher specialist
noted briefly, "I talked vith a probationary teacher today vho said he felt
hie teacher leader vas doing a great job and vas a big help to him."

Reports that teachers vere approaching their teacher leaders for

assistance became more frequent:

I had a problem about a month ago with one of my classes. They just
veren’t making it with diascipline. I felt like I could go and talk
to [the teacher leaderl] about it. . . . [Wle sat dovu and talked;
3he gave me gome suggestions. She meemed very caring, wanting tc
help. It vas a really neat experience. I came back and put into
practice some of the things sh® had said as weli as vhat I
determined I vanted to do. She vas very interested in getting a
report back and finding out hov that vas going. It wvas a good
expesrience.
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ks the frequency of contact increased, s> did the expectations of
teachers. By late spring teacher leaders were not criticized so much for
being too interfering as for not doing enough supervision. Some
representative remarke from intervievs illustrated the change:

What she has said has been very helpful, but there has just not been
enough as far as I am concerned . . . to do me good. Maybe she is
80 busy vith others that she hasn’t been able to get to me. I don’t
knov. But I hadn’t felt the affect, just because I haven’t had
enough observationasa.

It 's definitely helpful vhen they come in.

Personally, it kind of gripes me that if they are being paid to do
it, I am not receiving any help for that money they have been
given. Maybe they are helping somebody else and I shouldn’t feel
that vay. Maybe someone is reaping the benefits from vhat they are
suppogsed to be doing.

The conference I had vas good just maybe to give me a little pat on
the back and say, "yes, you are doing a good job and somebody
noticed it." But I don’t knov that it helped me alter the vay I
taught or the way I did things, or the vay I thought about

things. . . . Some of the things [{that vere notedl went with the
{PET] jargon, but it vas just an accident, and I freely admit to
that.

Others vere more complimentary and seemed to have lowver expectaticns about the
number of observation vigits they should have received:

We had a post-conference. I don’t knov if ve are going to do that

or not this time. It is fun fer me to see vhat is going on in the

classroom through someone else’s eyes, things that I am not even

avare of. You just can’t keep track of everything that is going on.
The teacher leaderc expressed some frustration about the conflicting signals
they received about their work during the course of the year.

Half of them said, "I vish you had come in much, much more.®* One

said that it would have helped wore if she could have had the

opportunity to come and see vhat I vas doing or vhat some other

teacher is doing in their classroom. So I set it up so that I

taught one of her classes and she could see vhat I do.

Teacher leaders, in an attempt to make their contribution to the school more

visible, also began subatituting for teachers vhile they visited other
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programe or participated in professional development activities in January.

By the end of the year, this activity had also come under attack. Their vork

vas gseen as very expengive substitute teaching.

A8 at South, the teacher leaders at West expressed a preference for
informal interaction with teachers, including supervision. They took
considerable satisfaction in the contact they had with other teachers they
felt vas helpful:

(The teachers] felt, "Here is someone that I can go to if I have a
problem and I von't feel threatened." One of the things that has
come out from teachers to me is that they said they felt comfortable
about the suggestions either formally or informally. They just
felt that any problem that they had they could come to me with,
vhich I think is a real change from vhat has been in the past.

One of the things I am enjoying most is that my teachers come to me
and ask questions.

I knov hov things are going just generally from some things [a
teacher] has said. She has come in and had a guestion or shared
that she tried something and it worked. It wvas more of an informal
kind of an approach on hov ve set it up. It wvasn’t anything that
vag formal at all. I think that is why it wvorked-

But as at South, the probationary teachers to vhom they vere assigned felt
that the feedback they got vas more specifically helpful wvhen the structure
asgured it. Only one of the seventeen probationary teachers in the school
expressed a preference for more informal interactlon.

I don’t think that I have learned anything or gotten . . . any ideas
from informal interaction with the teacher leaders.

I have had no informal contact on instruction, curriculum, or
anything vith the teacher leader. Just maybe if I asked
something--not any more than I vould vith any other colleague.
There hasn’t been a designated role of teacher leader that I have
gecn really manifested.

I only got feedback vhen he would come in and sit in the back [of
the room] for a vhile if I talked to him. Then he would t=zll me
something, but othervise, I didn’t hear anything about it.
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His work has not had much affect on my professional development

Lecause I haven’t gotten any feedback. The one formal visit . . . I

did learn gome things but I think I could have gotten as much out of

informal visits if he sat down and talked to me, but that hasn’t

happened go far (Mayl.

At both South and West, the difficulty of assessing the impact of the
career ladder activities using the perceptions of the participants in the
early stages vas clear. Teacher leaders, one at West and one at South, had
vivid mewmories of specific vaya in which they had assisted particular
teachers. Gne teacher leader at each school chose to describe, as the person
they felt they had helped the most, teachers vho perceived their assistance as
minimal to nil. The overall effect of the supervision efforts and taaks of
teacher leaders and specialists on the education of students vas vieved and
second tier. A teacher at South provided a summary of the perceptiong she
held about the iupact of career ladder tasks:

I have seen the teacher leaders affect the teachers. So the

teachers have affected the students’ learning. But vhat the teacher

leaders have done has been more on the teacher level and then that

has been filtered down. . . . I had several teachers come up and

say that [the in-service on critical thinking] has affected their
teaching. [(The teacher leader] has organized several of those.




K

Teacher Opporturities: Authority and Decigion-making

Because the career ladder that vas studied in the two schools emphasized

Job enlariement, nev roles and responsibilities had to be designed and
implemented. During administrative meetings, principals talked about their
nev roles as heads of school leadership team®s; an organizational development
consultant gpent three daya vwith them in the summer before implementation to
help them confront authority and leadership issues. Social dynamics, a factor
not to be ignored in job redesign, wvere complex during implementation of the
career ladder in the tvo subject schools. Career ladder teachers vere
inventing their own roles as they went along. Even though job descriptions
vere developed at each school, there were no role models. Administrative
ieadership in each school and in the (‘strict influenced the attitudes about
teacher leadership that developed. I sortant and long established cultural
norms in the schools were violated by the career ladder; collegiality,
rooperation, and sharing raised questions in many teachers’ minds.
Additionally, the relative pover of the teacher leaders and the sgtresses
caused vhen already established organizational authority structures clashed
vith the nev career ladder caused stresses and shaped < d¢ .~pment of
expanded organizational opportunities for teachers.

Inventin ;ie. Role invention proved a major challenge. Becav .e the
career ladder teacher tasks had, in many cases, never been performed by
teachers in the schools before, there vas not a clear cul . 3 of the cime or
effort that would be in..ived.

By April, vhile some teachers vere criticizing the level of teacher

leader contribution to their work, the teacher leaders vere reflecting on the
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manageability of their roles. In an interviev, one teacher leader at South

described her year’s work:

I think maybe the greatest contribution has been my outwvard support
of what teachers are doing. I don’t think I have had enough time
vith any of the teachers indivi¢ .l1ly. I haven’t been able to go
back and revigit. . . . I am beginning to goback and revisit now.
But if that is all I had had to do all year then I could have
vigited everybody, a am sure, three of four times by nov. But you
von’t believe the kinds of thinga that I have been involved with
that are time conguming. . . . I comes across, perhaps, as an
excuse for not getting into the classroom more often. But I think
if anybody had followed me around they would be avare that the time
has not been vasted.

In their final leadership meeting for the year, other teacher leaders shared
the same perspective:

I have not really felt frustrated, but I have felt pressure in
having the time to do all that I felt I should be doing. . . . MNay
that is our fault, I don’'t know. But each of us perceives the job
as being something different. And you vant to do the best that you
posgibly can. I don’t think that any of us planned on the time
commitment that was going to be involved. Ny own feeling is that ve
must sit down, for each of our job descriptions, and cut back
tremendously the amount that a teacher leader is expected to do.

If you are supposed to do this in addition to teaching a full load
of courgses . . . it’s just too much. One think with career ladder
vas that ve vere fearful of pulling good teachers out of the
classroom. I guess ve need to adhere to that.

When they explained their activitiee in a faculty meeting at South, the
respongse of some faculty members surprised them; they were accused of trying
tc look good. It was selection time for career ladders again.

If ve don’t [cut backl ve are going to be guilty of what people are
already accusing each other 0of, and that ia stacking the deck [for
the jobgl. And hov am I supposed to —ome out looking like a rose
vhen [some teachers] are villing to spend fourteen hours a day
vorking on teacher leader things.

I +vnd myself a lot of times in a position of defeuding either the
car... ladder or teacher leaders. I dion’t really expect this would
be something I would have to do. Aa ar example, the other day in
faculty meeting we were talking about the career ladder and one of
the teachers said, What is it the teacher leaders do that is so much
more than leacher specialists tD je the money, the released time,
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and everything that they have?" He didn’t knov about all the ti ngs
ve do. . . . So as we began to .atline those, he had that question
satisfied; then he said, "If you are doirg all those things and the
money doesn’t really equate (o the time you are spending, then
aren’t you really doing us a disservice?"

The implication vas clear; you are a rate buster.

Many job descriptions for leaders and specialists turned out to be
inappropriate for the school or too vague tc be ugeful. One teacher
specialist described his frustration as "a little like I’m making up
activities for myself". His colleagues responded empathetically, "That is
right. I have got to shov that I have earned this money, so he comes next
door and says, ‘Gosh, hov vould you like to deve “p a program vith me?’"

A common accusation, but one that meant entirely different things tc each
person +ho registered it, vas that career ladder teachers vere spending too
much time on administrative duties--things that administrators do. When asked
vhat kind of things those might be the ansvere ranged from book keeping and
scheduling to communication in the faculty. The teacher leaders at South
struggled vith the role ambiguity; wvhat is an administrator; vhat is a
teacher? In their spring planning they said:

The [school-videl] discipline things that we have been doing--are we

going to recommend next year that those he %taken over by the

administration or ere ve going to write that into the job

description?

Those should be done by the adminigcration. But I don't think i+ iws

going to vork; I don't think that the administration could handie

it.

The need to insure congigtency and make accountability pussible cased pressuie
for very explicit job descriptions; the need to exerciwe professional judgment
and leadership and creatively serve the needs of the school caused preasure
for more conceptual and leas specific roles.
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As ve changed or as we wvent through the year ve found that some of

thoge jub deciriptions really didn't reflect the needs of the

school. We have people doing things that are nice, perhaps, but

they are not vital.

A final, more subtle, role igsue arose for the career ladder teachers.
People in the schocl and at the district began defining career ladders work in
very familiar terms. Rather than new authority and decision-making discretion
about instruction amd curriculum in the schcols, more and more cof them vere
assigned as district curriculum specialiets ae vell. Curriculum specialists
have been around for a iong time in district offices; it is not a svhatantial
reform in teaching vork. The folloving conversation tool: place between the

teacner leaders at South:

Right nov my dietrict reeponsibility 4a a8 the physicsl education
specialist. J voik with peorle at all levels.

Basically, I'm doing the same thing with music. That is a big jok.
That i’ the reasor 1 tend to «ny that if a perscn has one level of
recpongibility, either in their building or in the district, that
should be it.

What they’ve done is break it dow:--they have an arts specialist, a
music specialist and three primary specialists in music. . . . They
need to define the diatriect roles so that people understand exactly
vhat they are.

The superintendent ia talking about a teacher leader position on the
district level. He is calling it a curriculum specialist.

They really are celling it a curriculum specialiat?

At West, the issu.> of career ladder teachers’ roles heated up wuch more
quickly than at South. As early as October, the teacher leaders vere asking
vhat they were supposed to be doing. One probationary teacher indicated that
she had not heard career ladders mentioned between the opening week of schoul
and the time the researcher arrived at the school for intervievs. She got a

note in her box the next day from hLer teacher leader asking vhen she could be
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observed. Early attempts at classroom observations and supervision caused a
blov up; later, teachers vanted to knovw vhy the teacher leaders vere not in
classrooms visiting more often. Early in October, a teacher leader expressed
her frustration:

Maybe ve have vaited too long. I am not sure hov to apply the

leadership role of career ladders. One of our teacher leaders has

really jumped into it and made gome people mad by telling one of the

nev teachers hov he should dress every day.
In a conversation vith a teacher 8pecialist in Novembter, which he recorded in
his journal, ghe expressed the same frustrations:

I talked to a teacher leader today who gaid she felt a little

frustrated in her Job in that ghe vag a little unclear on exactly

vhat she vas supposed to be doing during her free Period every day,

She indicated she had been using some of that time doing vork in her

teaching area, not in career ladder work.

Describing the dilemma felt by the teacher leaders, one of thenm said:

I’a 1ike to help but I need to find a vay to mentor vithout giving
them the impression that I’m holier than thou in my attitude. I

standards, and helping behavior in our relationghips. We finally

asked the principal to emphagize repeatedly that ve would not be

evaluating these teachers, He told them in one career ladder

meeting that they would be evaluating themselves in g meeting vith

him. I feel that ig a great need for trust [emphasis hers),

Unlike the teacher leaders at South, the leaders at West did not organize
to meet regularly, either alone or vith the principal. Teachers in the school
talked a lot about the difference in their behavior. 1In October, a teacher
described those differences:

One .id, "If You need me I'm hera, * One said, "I’ll be in and

out. . . ." The third said, "I will be in 8-10 times to evaluate

you.* Roles need to be defined better. 1Ig there a guideline?

They finally held a 8pecial meeting to discuss the conflicts anu complaints

they vere receiving. The teacher leader who had initiated early observations

described the experience ag getting "blovn out of the vater®". He later get up
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individual meetings wvith all the probationary teachers he wvas assigned to to
attempt to clear things up. Not all teiuchers wvere sympathetic about the lack
of direction. Said one teacher in March:

But you just think that they are sitting there uging their tvo
preparation perioda for classroom preparation just because ncbody
told them vhat they should be doing. Well, let’'s take sc.e
initiative; let’s go find out.

Reflecting back on the experience in February and March, teachers offered
a variety of reasons for the shaky start. Working together in sensitive roles
is difficult; the job descriptions need to be more specific; job descriptions
are only part of the challenge.

I think that maybe vhen ve wvark vith each other, it is really
difficult--maybe just not having the practice. We vant to be so
objective, but nice. Especially vhen you work with people, and they
are your colleagues. I think that it is just a nev concept, that a
colleague is going to come in and point out things or

observe. . . . If your best friend comes up and asks, "What do you
think of my dress?" you aren’t going to say, "It is the ugliest
thing I have even seen.” You try and mince your wvay around it. I
think that there is probably a little bit of that. I am sure it is
kind of sccry.

I think it needs to be very specifically outlined vhat is expected
in a )ob description of a teacher leader. Just exactly vhat is
expected for them to do and in vhat areas. Every teacher needs to
be avare of that so that they can call upon them for whatever
reagon--if they are not delivering.

Let’s say that I had a particular job description--providing input
for a teacher in a particular area of the curriculum. Professional
discretion would be important firet of all, knoving vhen to say
something to the teacher. You might have the job description

. but if you approach that teacher vith it, it wmight not do vhat
needs to be done. . . . You have to be perceptive about the
particular gituation at hand. A lot of times ve set rules and
regulations and descriptions and expect them to be carried out
letter by letter. . . . To me a teacher leader is not just someone
vho has mastered ideas and techniques of teacher but has mastered
interaction and interplay with people.

The lack of clarity in their roles led the teacher leaders to adopt a

variety of familiar tasks that vere highly vigible to conpensate. Teacher
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leaders began substituting for teachers in their classrooms; a teacher leader
taught a CPR course to the teachers after school; teachers requested that

career ladder teachers take over all non-classroom activities of any kind so

they vould never have to spend their preparation periods on anything but

preparation for teaching. The principal assessed teacher leaders’ initiative

in developing visible tasks positively:

I haven’t seen negative things come out of it. . . . I have seen
them accept leadership and run with it very wvell.

Early in the fall, a West teacher specialist described the role of career
ladder and perticularly teacher leaders that he anticipated. In May, another
teacher assessed how vell these ideas wvere played out in the school:

I feel that career ladder is a real advantage for the newv teachers

for help, visits, positive feedback and suggestions for al :rnative

vays cf doing things. If it accomplishes that, then it is worth the

money.

There is a lot . . . that it could do if they finally figure out

vhat they want it to do and hov to go about it. . . . They are not

quite sure vhat to do and so the teacher leaders are trying to keep

busy and do things, but they are getting a lot of responsibilities
that maybe they shouldn’t be having.

Adwinistrative Leaderghip. Leadership played an important part in the
vay in vhich authority and decision-making opportunities became available to
the career ladder teachers in the tvo schools. The requirements of the career
ladder established more opportunities for many teachers to vork closely vith
the principal. The principal’s use of the supervision system in which teacher
leaders vere trained and function as a manager of the cultural symbols that
gave the teacher leaders legitimacy in the schools affected teacher responses.

At South, the principal vas an adamant promoter of the supervision
system. He had participated in the original adoption of the system and in the

training of principals, faculty representatives, and teacher leaders. Just as
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the teacher leaders did, the principal carefully observed and analyzed direct
lecture/recitation teaching using the PET model. After a careful narrative of
his observation and delineation of the categories he was watching for, the
conference gessiona vere dominated by positive feedback supplemented by a fevw
questions pointing out areas vhere a teacher might vant to look more carefully
into instructional decisions and behaviors. He vas a story teller and a
cheerleader. Comments like "I don’t knov hov you can spend your time doing
more. To me everything you were doing is fine" and "We would lose without you
here. You are a poverful influence, good solid bedrock teaching® punctuated
his conferences.

A believer and an orchestrator of beliefs, the principal often shared his
philosophy and illustrated his point wlth stories.

I believe in observing teachers and giving specific recommendations

for improvement and mentioning directly those things that are going

vell. It takes a tremendous amount of time . . . but it bringe

teachers down to my office to talk about instruction.

I don't believe my job is to go around looking for faults. My job

is to identify things, to write things as I gee them. Then I give

you a chance to talk to wme.
In September and October the same story appeared in almost every couference
the principal held with a probationary teacher, illustrating his commitment to
substantive feedback for directly observed teaching and his own experiences as
a teacher.

I received little or no supervision, and there vas no relationship

betveen vhat happened to me and the evaluations that vere written up

after the process concluded. One year, the principal said to me,

"You are an enthusiastic teacher; you love your subject; you are

alvays vith the kids; you do all of these things right. But there

are tvo things that you do wrong." And I thought, "Boy, I better

vrite these things down." The principal said, "The first think is

you don’t keep your blinds adjusted so they are on the level at the

end of the day." And I don’t do it nov. "That i® true," I said.

"Well, you could do that," he said. *By the end of the day remember

to keep the blinds straight. "The a@econd think he told me that I
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could do to improve vas, "You don’t have any fish or plants in your
room. " No living things in my room!

Supporting the importance of the instructional approach one teacher vas using,
he said during one conference, "I vanted to stand up and say, ‘'That which you
are learning right nov is something you vill be learning the rest of your
life!’" When a tee:her became a little testy over a fev pointed questions he
stopped. ". . .pleagse don’t perceive me as an intruder."

The career ladder teachers felt that career ladders vould strengthen
their vorking relationship with the principal. The increased contact they had
vith him made a contribution to that relationship. Teachers argued that "more
interaction would lead to a better relationship®". Explaining how the summer
and fall months had affected her interaction with the principal, one teacher
leader indicated:

I've alvays had good relationships with him prior to this, but it

seems to have strengthened our collegiality. He depends on us a

great deal. We vorked out the discipline policy--until ve said *get

in here" to him and to the assistant principal vhen we realized that

ve had gone as far as ve could vithout bouncing off those vho vould

have to enforce it. He gives us the impressior that he has a great

deal of confidence in all of us.

A teacher in the building described the relationship he had observed
developing.

This is not a situation of the dictum, Thou Shalt, here. I think if

the principal is really involved with the teacher eaders in this

ladder, the administration can be looked upon as older and viser

bigger brothers rather than as those assigned to cut you down. I

think administrators as a rule have overused the standard that you

alvays appear smarter and more informed if you give a negative

reviev because it shovs you have more to say.

By late spring, the teacher leaders described the year’s work with the
principal as openly affirming of their leadership in the schaol.

He has supported us tremendously. He has taken every opportunity to

openly support and to tell the teachers of the kinds of hours ve
have been involved in and the kind of vork ve have been doing. He
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said may times that ve have gotten our monies vorth out of this if
nothing else occurs. During the summer ve met with him . . . and
Just sat in his office and brainstormed and worked together. So we
have met on a formal basis in a . . . meeting. We have also been
able to say, "Okay, it is time for us to meet vith you; we need
time."

I think [the principall set it up ec that ve had a general faculty
meeting for each Tuesday vith one set aside for a teacher leader
faculty meeting each month. We just handled vhatever ve felt ve
needed to handle. WE have had gome good response from teachers.
Sometimes ve have had some pariiculsr things that ve had te discuss
for the faculty meeting to make things go--to refine the discipline
policy . . . . Some days ve have said, *Okay, this ig your time;
vhat is8 it ve need to talk about?" We have had things come out.

A probationary teacher described the principal’s interaction with teacher
leaders as:

{going] out of his vay to explain to the faculty that the teacher

leaders are responsible, that they have discretion, that he doesn’t

overrule some of their decisionms. For that reason, the faculty has

the impression that [hel is very muci supportive of career ladders

in general, but of the teachers leaders at [South] in particular.

The principal at Weat vas nev to the school. Appointed to the position
the end of July, he continued to work at the elementary school vhere he had
been principal and at West concurrently during the month of August. He had
not been part of the development processes resulting in job descriptions, nor
had he participated in the selection committee that appointed the teacher
leaders. A probationary teacher at the school described thie interaction late
in April:

In our faculty meeting ve vere talking about a peer reviev form for

teacher leaders to evaluate their progress in the last year.

Something about job descriptions vas menticned. I made a comment

that if ve knev vhat you guys vzre going it would help. [A teacher

leaderlsaid, "We don’t even know." And I thought this is & heck of

a time, after a year, to still be floundering.

The relationship of authority and vork affirmation that developed between the

principal and the teachei leaders at South never materialized at West. Roles

and contributions never solidified.
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The principal at West vas also a story teller. To illustrate an

injunction to be very careiul not to leave junior high school students
unattended in their roome he shared:

The first year I vas teaching I was right across from the media
center. Ye wvere in the middle of a geography assignment, doing a
project, and everybody vas wvorking. Kind of like your class.
Everyone vas vorking on maps and working vithin small groups. A kid
came up to me and asked for a book. I said, "Let me go over and get
it, because I have got to get another book for another student. I
vas gone tw> minutes of that room, wvalked right to where the book
vas, grabbed the book, checked it cut. Walked back in my room to
find a girl in tears. She had been vorking with the map and it fell
and hit her forehead. Ultimately it broke her foot. I had to fill
out the accident report including who vas a wvitness. Was the
teacher a vitness? No. The principal just about wvent crazy on me.

The principal indicated late in November that he vas relying on the teacher
leaders to take care of the clinical supervision and professional development
needs of the probationiry teachers vhile he concentrated eon other personnel
problems in the faculty. He was doing some clinical observations but was
having difficulty finding time for conferences vith teachers. As the year
progressed, he got around to almost all the probationary teachers. By
mid-October, the some probationary teachers expressed concern:

T think he believes he does not have to worry about the nev teachers
because the teachers leaders are there for them to rely on for help.

At first I though I would be able to get to the principal wvhen I
needed to on an access basis. I feel like I need more contact and
exchange of ideas. He has visited the class once, though he did not
give much feedback, and I vould have appreciated more. The
principal said he felt good about vhat I vas doing, though he vas
not specific. He saya he vants to be like a coach offeriny critical
evaluation, positive strokes, suggestions for change. I would like
him to be a little more visgible.

In March, tvo other probationary teachers expressed disappointment:

He has observed wme a couple of times, but ve have never had formal
conferences. I have gotten feedback that he thinks I am a good
teacher in informal vays, vhich is good I think and necessary to get
a little feeling I am not going to be canned at the end of the

year. . . . But I never considered that he would be someone who
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sould influence my teaching. And I don’t think he does, and it is
no problen.

I have never geen him in the classroom.

The principal and assistant principal continued to observe and assist teachers
in the school during the year, and many teachers could give examples of
instancees in which they worked together, but the principal never played the
vigible role in direct claseroom observation that South’s principal played.
Fev teachers vere critical of this different role.

Hampered by the principal’s late arrival at the school, articulation of
carcer ladder roles did not evolve and solidify. In Octcber, the teacher
leaders expressed their reactions:

I feel that the staff development role and mentoring of probationary

teachers that ve should be doing is not very vell articulated and ve

are unclear in our direction and vhat is expected of us.

I hope that ve will vork together more. Up until nov ve have not

met formally--I hope to do that--as a team vith the principal to

vork tovard goals.

The issues are beginning to pressure us. We really need to get

going. We need to knov vhat ve should do. (The principall should

tell us vhat ve should do, and ve shculd all be doing the same

thing. . . . I think ve should have unity as a teacher leader team

and a plan of action. Most of all, we have to have lots of trust in

the faculty. We do not have anything to do with evaluation, and ve
vant that made clear to teachers. Then and only then did the
invitations to observe beg.n to come to us.

The principal described the teacher leaders’ primary role as:

in clinical supervigion. They vant to meet more often, but

. I’'ve dropped the ball. ({The teacher leaders] vant to do

something visible. There im a question of abusme of preparation

periods in our school. Their number one assignment is to© mother hen
probationary teachers. I then see my role as vorking on problems in
tenure faculty.

In January, a teacher leader, lamenting the late start and subsequent

criticism of career ladders at Weet, indicated they were "looking forwvard to

really vorking together in a career ladder vith the principal next year.® By
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February, the principal articulated his philoscphy of the career ladder as

"having goad peopl2 and letting them go through the paces. . . . I knowv the
results, and I knov vhat is happening, and the results are positive."*
In March the principal agsessed the effect ot career ladder on principal’s
vork load:

I pointed out to [the superintendent] that a lot of things that

principals are required to do nov are career ladder. That is taking
time from something else.

It is a matter of having the time, both theirs and mine, to sit down
and do things ve need to do. I don’t know vhat their perception of
it would be, but I would say ve need to get together more often, and
ve just haven’t. It is a matter of prioritizing, and vhatever is
the hottest issue gets the time. . . . A lot of teachers ave
feeling resentment because they see that they are getting extra time
and extra money, and ve aren’t seeing benefits.

Nobody seems to knov what is expected of them.

Well, ve are having trouble with the job descriptions.

District leadership, an issue raised by the faculty and administrators at
West that teachers and administrators at South tended to discount, affected
the atmosphere of the discussione in late spring. A change in the
superintendency created some changes in expectations at the school. Teachers
at West referred to the nev superintendent as "very caring” and "supportive of
individuals®. Expressing vhat this meant to her as the rebellious
representative of West on the district career ladder task force, a teacher
explained:

People are suddenly saying things that I have been saying for

months. I looked at [our principall, and he looked at me. Does

this sound familiar? My impression vas that the feeling wvas that it

vag a lot safer. What made me mad vas I think it would have been

safe all along.

Violation of Norms, Features of the career ladder vere so completely

foreign to conventional practice and relationships that the violation of
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gchool norms caused considerable tension as career ladder teachers exercised

their authority.

While teachers were quick to praise the teacher leaders’ vork, charges of
rate busting, accusations of "being in bed with the adwinistraticn®, and
tensions developing betveen the union and the administration as negotiations
heated up began to have an impact on South. One teacher leader vho vas "doing
a lot®, preparing materials for the faculty, observing teachers, working wvith
the other tvo teacher leaders said that "teachers in the faculty seemed a
little miffed vith me for turning out so much. ‘What are you trying to
prove?’"” Teacher leaders found it helpful to alter the style of their
observations, abandoning the principals form, because there was some sense
that the process felt "too much like the principal coming in. They thought
that all of this would get back to [the principall.® He used the wvord
"stooley®. Collegiality, its multiple meanings for teachere, and its
ramifications for teacher sharing and cooperation wvas also an issue.

By April the issue of gelection for the following year’s career ladder
teachers had reignited some ewmotions that had died down the previous fall. A
probationary teacher described the new tensions:

At first I didn’'t really notice. I thought it vas more on the

positive side. Just lately I have caught a couple of

comments. . . . I don’'t knov if they said them more in jest or if

they really felt that vay. Just little things like--well--the

principal chose this person because this person is in the office

angvering telephones. That had never really entered into my mind.

I thought, *"What if that is true?”

Norms of egalitarianism, firmly established among teachers, wvere also

manifested. Teacher leaders, vho had recently been praised for exercising

real authority and their orincipal praised for encouraging “em to do so,




faced the concerns of some faculty members that everyone should get their turn

at the position.

There is still some iec. ~ the school that perhaps

. everybody ought t. aave a chance to be on career ladders, or
that some people vho are on a career ladder shouldn’t be the.® and
others should be. If ve are going to call it a career ladder then
there certainly have to be gome steps. If ve say everybndy is on
the career ladder, then it is not a career ladder. But I would like
to see people really vho are qualified given the opportunity in some
capacity to serve. . . .

I would like to see more teachers involved in the ladder. We have
more than any in the state, but there should be room for more than
50X of the teachers. More than S0% of our “eachers are excellent.
Juring their final planning meeting in the spring, issues surfaced that*
teach¢' leaders had not articulated at South before. One teacher vorried
abcut criticism that she had not done her job and vas reassured by her
* leagues.
If someone jumt took a8 look &t the number of visits that I have made
and they looked only at that then they might have the tendency to
say, vell, "Is this perscn ueing that time wisely?*
If they then made the comparison between you and the administrator
ard gay, "Well here is a teacher vith one sixth of the time of an
administrator, my guess is that right nov you have made probably as
many visits as gome administrators have to teachers that they need
to visit. I really dor’t think that that is something that you nee”

to vorry about.

Gee, if you happen to hear that kind of corment, I would hope that
you vould remind them of all the additional things (I did].

At YWest, egalitarian norms, gsuspicion about other teachers motives,
vorries about effects on sharing and cooperation, and accusations that the
career ladder teac’ ers had been cho because of connections with the
principal vere also common, but they emerged long before they were openly
exprrised at South.

The gsense that almost all teachers are good teachers dominated
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conversations at West from the beginning of the study. In his journal, one
teacher gpeciaiist articulated a commonly expreased opinion:

I have a suggestion--all non-probationary teachere be eveluated
comprehensive.y every year throvgh student, parent, peer, and
administration evalustion--each of these four mources carrying equai
veight--and all teachers vho weet a pre-determined level of
performance be given a rating of either professional or teacher
leader. Al vho are evaluated at the teecher leader level be givan
teacher leader responsibility and tescher leader pay--availeble
resources to be divided equally smong all. . . . [All]l (emphasie in
the originall] teachery vho have taught thr»e or more years and are
reagonav.y effective in the classroos should eva.uate out at the
teacher leader level, and those fev vho don't may be the ones who
vould be doing all students a service by finding ancother line of
vork.

One teacher leader, referring to a long-time friend who wam not & teacher
leader but vhom she felt vas an excellent teacher, said "It would be good for
him professionally, bzcause he vas a great teacher, and he’'s glipping as he
becomes more and more discouraged®". Another teacher leadser complained early
in the year that some faculty members "throv it up in your face®. Other
comments--"We’ve got some excellent teachers. They should all be revarded®,
"It could be a rotating basis where people vho are qualifie. would come up in
a rotation, so that they would actually be the next one offered tae job, and
then the persons who vere in {the positiongl would go to the back of the
line*, or "The money wvouid be better used raising the salary of all teachers
evenly tc make teaching wore attrar lve and to eliminate res:ntment and
confiict" » ‘re not uncommon at West in the fall and early winter.

One aspect of teaching that I [+ teacher specialistl] enjoyed

immensely after vorking in the private sector for some eight years

vas that al) teaches vere colleagues and there vas a feeling of

camaraderie among all teachera. Since we vere all equal in pay and

in position there wvas no advantage to be gained over another through

brovn nosirj the people in authority or by demeaning or putting dovn

someone else. There vas an abgence of jealousy, reassntment,

etc. betveen teachers. . . . Nov all teachers must compete with

each other for the favor of administrators. No matter how you cut

it under the present system the administrator wiil be the moving
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force behind the gelection process and 38 long as that is the cane
browvn noeing will be the general rule.

The importance of taking ones turn vas consistent, spplying to
experienced teachera’ control of the career ladder. When a probationary
representative on the district task force coummittee suggested that non-tenured
teachers should do some claasrqom observing and critiquees she said, * 'ou vouid
have thought I had blasphemed. (Cbviously. your non-teaured," a couple of
teachers said. "We have that to cffer."

In late January, an experienced veteran on the faculty attempted to
explain the importance of egalitarienism to gome mewbers of the faculty.

In Japan it is considered bad form, taboo, to be pronoted as zn

individual above ones group. The group is promoted. 1t is not good

to leave the group behind, grounds for great criticism. Some

believe that the superintendent (and the last principal) used Provo

ag a stepping stone. Some faculty members here feel one individual

should never excel above the persca’s group.

The bad form embndied in competing with ones colleagues for recognition vas
demonstrated by criticimms of the lack of "security® in the vay the selection
process vas organized. One teacher explained the conflict during the winter:

A lot of tenured teachere who vanted to have the position didn’t

quite knov hov they would be ac-epted or . . judged and who vas

going to ke judging them, and that bothered them. . . . They felt

like that needed to be a little bit more gecure befcre they went in

and tried out for the jobs.

Motives of career ladder teachers vere aiso queationed, as was their
relationsnip vith administrators. There vas a lack of "trust®". In Jan.ary a
teacher explainec:

Host of the problem here is revolving around one teacher leader.

{Hel puts in too much time on the jub, coming at 6:30 and 7:00 in

the morning to vork. People resent that. ([Hel] algo spends far too

much time in the principal’s office--brown nosing. People say, "If
everyone did what [hel does, there’'d be no room in the office."
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Collegiality. Closely related to the disruption of firmly established

normative relationships, accusations that career ladder might cause teachers
to horde good ideas surfaced periodically in both sc )ls but far more
vigoroualy at Wesat.

At South, the school year began «n a spirit of convivial cooperation. In
his journal, one teacher leader recorded:

With the year in full swing and the faculty off to a running start,

this looks to be the best year I’'ve ever seen at South. We are

better prepared and able to handle the process of educating

students. I am looking forward to the sharing that seems to be more

likely.
Another teacher leader attributed much of the early high spirite to the 9 1/2
days of vork before the students arrived at school and the opportunity
t=achers had to have "lots of good discussion and arguing®. A teacher vho
failed to receive a teacher specialist appointment she had competed for the
previous spring credited the hard vork of the fall with dissipating much of
the tension. "Feelings wvere running very high after the selection prncess
last spring, and people were very wvorried."®

Teachers at south differentiated between competition, refusal to
cooperate, and manripulation.

There is a difference . . . between competing, the idea of

competing, anu being the best you can be. A lot of times

competition helps to bring out the best in people. If someone is

going to change their behavior for the better to impress somenne for

a job application, at least they are changing for the better,

vhatever the wotive. There are people vho are changing and becoming

better juast because people are vatching. There are those that are

changing and becoming better just because that is part of wvhat they

do vith their lives.
Though the selection procezs was again in full swing (All teacher jobs during

the first year were fc.  only one year.), teachers still argued tnat

cooperation remained the dominant pattern at South. A teacher leader:
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I have seen a faculty vorking together in a way I have not seen
before . . . , more cooperation, less bitching. There really has
been less bitching going on in the faculty room. Hardly ever have I
heard any one of [the teacheral] complain as ve have had in the

past. And I have been a part of it in the past. There are a few
vho have some feeling® of antagonism, but even they have not been as
blatantly offensive as sometimes in the past.

Other teachers shared these perceptions.

This year is different than any other year . have been here. Tiis
year is beginning to approach vhat I thought the profession vas
going to be like vhen I first began to teach.

I think one of the advantages . . . is that there is more sharing of
ideas and exveriences vithin the staff than there was before.

I don’t see a lot of people keeping closed mouthed about vhat they
do, because they feel threatened that maybe someone will be taking
over their position. . . . I don’t get that feeling. I get a
feeling of sharing of ideas and shariang information.

We decided that South has enough teaching expertise and exciting
teaching techniques that everyone ought to have a chance to gee
someone else teach. There is a list of teachers vho have
volunteered to have someone come in and vatch them teach. The there
is a list of people vho vould like to observe. I have a list of 28
people that are going to participate [There are 39 teachers on the
facvltyl.

At West, the spirit of cooperation and sharing tended to be isolated. A
teacher leader described "working together with three teacher leaders® as the
best part of the career ladder experience. By late spring, teachers vere
villing to conceded that the career ladder teachers had been generous and open
vith teaching ideas.

I don’t gee the teacher leaders not sharing. . . . Nor do I gee

teachers vhc are hording ideas. . . . Nor do I see teacher leader

Judging.

I think the teacher leaders have been real wvilling to share all of

their ideas. They have heen willing to help out. But I think some

of the other teachers that didn’t make teacher may be hording. They

felt "Why should I give my ideas out. I am not getting paid

anything extra." So on the vhole, everybody is not helping and
sharing, but I think the teachers leaders have been.
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Among the faculty as a vhole, hovever, a feeling persisted that some teachers
had become more entrenched. A probationary teacher explained:

This faculty needs to vork together as a faculty for the sole
purpose of the individual (clientl, who in this case is the
Btudent:. . . . Here I feel like there is a wvar betwveen the science
department and the math department. And you shall not cross this
boundary. That to me is defeating; it seems to be defeating what
teacher leadership should be all about.

Others vere more sanguine in their estimates of the state of sharing at
West. "I don’t think they are saying, ‘I am going to keep all of my little
techniques to myself, because if I share them vith you then maybe you vill
bave the position I vill vant.’" “"Carcer ladders have given me someone to ask
questions of . . . , the feeling that it is okay to ask questions and not cowe
out looking iike you don’t knov vhat you’re doing." *The in-services have
been really vorthvhile."

Teachers at West expressed a keen sense of personal competition. Some
teacher comments:

I have seen a lot of competition. I get the idea that people who
are not teacher leaders would really like to be able to have a
chance at that money or that status or vhatever it is ([Teacher,
Novemberl.

Cooperatinn and competition are a matter of people’s attitudes; you
can’t govern it. You can not legizlate it; you can’t set rules
about it. The career ladder program can be outlined in one school
and vork beautifully because everyone is willing to cooperate and
vork. In the exact same program in another school it vill fail
miserably because no one is willing to cooperate, and it i3 just
going to go down the tube. . . . If theire is a spirit of
competition and selfishness there, no matter hov good the program
is, there are going to be problems [Teacher, Aprill.

As long as people just role play--I vwill not do more than I am told
to do, and I will not do this because I haven’t been told to do
this. Then it is compatition (Teacher Aprill.

This particular faculty is very competitive. The thing I noticed a
lot in the faculty meetings vhen the job descriptions came up vas
. that nobody really vanted to do more than they were told to




do, or more than they really had to do. That is not professionalism
[Teacher, Mayl.

A family of vords used to describe emotions among some faculty members at

West remained stable from the fall, through the wvinter, and into the spring

and the second round of selections--divisiveness, -esentment, and jealousy.

We need to develop a congenial vork group, trust, and avoid
animosity and jealousy. We need to avoid traditional autocratic
behavior. I believe wve should rotate the teacher leaders experience
and give everyone vho is competent a perspective and basis of
understanding of school problems along vith the expectations for
school effurta [teacher leader, Octoberl.

I am concerned about the social divisiveness that could come from
career ladders. There is a feeling of separation, heavy teasing
from some other faculty members that is good natured but
nevertheless lets you knov that, though you’re not quite out of it,
you’'re not quite alvays in the "in" group anymore. There is a sense
that you are not quite one of the troops anymore [teacher leader,
November1l

In the school there is a feeling that three people are now
supervisory personnel and it causes real changes--some problems.
There is jealousy and resentment. Some are suspicious that teacher
leaders might feel a little funny themselves or out of the
mainstream because of the nev relationships [teacher specialist,
October].

There is a delicate balance between gomeone exerting their own
superiority and someone saying, "I think if you try this it

might. . . ." The humanness of career ladders scares me. MNaybe its
because i’m so human, but it might bother others. Aren’t we all in
this together? I also perceive a lot of brown nosing [teacher
specialist, fOctober])

In this staff, there is some enormous resentment. I can’t figure
7ut vhy it is vorking in some schools and not in others, though I
nave to tell you that T nersonally think that there is something
very vrong abou* buildiig a system in vhich teacher: much compete
vith each other [teacher, Januaryl.

Career ladders has not been vithout a great deal of pain and in some
cases envy on nther teacheis’ part [teacher leader, Aprill

Then I gee some people checking on other peopie during their
preparation period. I vasn’t avare of that until somebody drew it
to my attention. There is an element of competition or

suspicion. . . . It is the same people . . . all of the time. So I
haven’t considered it too seriously, because I consider the source.
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I thought, hey this has been going on for eons [teacher leader,
April...

Career Ladder Teacher Pove-. As part of the performance of their duties,
their access to and control over information, and their new participation in
decision-making at the school level, many career ladders teachers vere
perceived as accruing pover. Pover-sharing and leadership had both positive
and negative implications for teachers. Along vith involvement in leadership
circles, the teacher leaders discovered that meetings had a life of their own.

At South, the increased level of involvement and control was greeted with
enthugiasm. .. teacher leader explained the importance of substantive
involvement in the development and revision of the career ladder plan
throughout the year.

With teacher leaders participating in that district leadership, 1

think it has brought a lot more control back to the school.

{Additionallyl, our people feel like they can say something here,

and it is going to get back to the district task force or committee,

particularly vith regard to cereer ladders, and make a difference.

In the fall, another teacher leader had predicted the importance of their
leadership ro’a.

We vill accomplish more becuuse more people will be vorking to sclve

school problems and share in the leadership process. This may not

be apparent to those vho are farther avay from the ladder roles. We

participatet!

The sense of increased participation in substantive decision-making remained
stable throughout the year at South. Teachers described the district task
force as "continuing to meet and revise and dc vhatever is necessary to
improve the career ladder for next year". They attributed their sense of
success to the representation of every faculty in the district by a teacher on

the task force, bringing information back to faculties, and providing every

teacher in the district an opportunity for input.
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On the schocl level, South’s teachers described changes in the
decision-making pattern of the school.

The teachers seem to run the school, and it makes us feel

responsible to solve problems. We have the feeling that the

administration has such confidence in us that ve wvant to do a good

job. I believe that the principal set this up [ Teacher, Novemberl].

It is interesting--there is more contention in the faculty meetings

nov because the administration is willing to listen and talk means

something (Teacher, December]l.

I knov faculty meetings _o a lot longer because there is a lot more

interaction than there vas last year. There is more of an exchange

of ideas. . . . We pick up and ve handle some problems. Normally

it vas taken on by the principal; nuv ve handle it. So we have our

input, and ve have to ovn it too [Teacher, Aprill.

This sense of influence and pover-sharing vas lacking at West. Rather
than feeling like part of a leadership team, teacher leaders described a
fairly continuous onslaught of ribbing--good-natured but tiresome. The only
data entries that specifically address this important dynamic at South that
vere collected at West refer to #n "adversarial feeling about relationships
vith authority". The amssistance provided by teacher leaders to nev teachers
vas described by one as:

[They act likel they need to give us help because ve are nev, and ve

don’'t knov vhat we are doing and they do. I have resented that--the

fact that they think they know more . . . vhen ve are the ones that

are fresh out of college; w> knov vhat ve are doing or we vouldn'’t

be here.

0ld Structure/Nev St rtire Stress Zones. Finally, the changes in
authority relationships brought by career ladders to the two schools caused
some strain vhen they conf’ .cted vith old and firmly established personnel
structures.

A perhaps unanticipated effect of teacher career ladders in the two
schools was the disruption of the assistant principal pogition. Because the

plan provided for substantial pay, approaching full time wvork at the regular

el
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contract rate for many teachers, some teacher leaders made more money than
many assistant principals and some elementary school prir~ipals.
Additionally, the aithority and leadership opportunities that came vith the
nev leadership team made some assistant principals feel uncertain about their
ovn career choices. At South, the assistant principal indicated that:

I had gome concerns that some of the assistant principal job would
be picked up by the teacher leaders, but that isn’t happening. I
vag afraid that I wvould not be as useful or important in the

school. I satill work closely wvith the principal. There is the pay
isgue, too. We can’t avoid the vay it makes me feel wvhen I make
less and vork longer hours than teacher leaders. That has to be
addressed. I feel like a lot of vhat I do that goes with the turf,
teachers nov get extrz pay for. . . . I’'m not sure vhere I gtand in
the scheme of things.

The gecond structural conflict which remained largely unresolved in the
first year vas the relationship of career ladders to the tradittional
departmental structure in secondary schools. Both schools in the study
retained the basic departmental structure and called the department heads
teacher specialists, even though both were involved in discussions about
dropping their academic department divisions at a later date. At South, the
departments vere retained, but the traditional mechanisms for dealing vith
teachers through departments vas displaced by the career ladder. One teacher
expressed her concern:

Initially I had thought the career ladder vould do avay with the

department chair position. I was hoping things would be done vithin

our ovn department, and it isn’t happening. That has bothered me,

and there seems io be no wvay to check on things. No check up.

There should be something.

The nev structure vas explained by a teacher leader:

Eventually department heads vill not be department heads. We vill

have vhat you call cluster leaders. There vill be one particular

teacher specialist that is in charge of several teachers from

various subject areas other than his or her own.

Hovever, the career ladder plan had not resolved the questions about the
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the teacher specialist/department head role after the first year.

Your are going to have some money available to you so that you could

spend the time to set up a program, and thin it is gone the next

year! There is no need to follow-up vith it. There is little

versatility, flexibility in the positions.

At West, old patterns and the nev authority of teacher leaders caused
some conflict. The principal described his reliance on the teacher leaders
vhen teacher specialists had been officially degignated as department heads.

I keep forgetting that (a specialist) ig the head of the scieacs

department and that (a specialists) is head of English. Because I

interact 8o much vith the teacher leaders, I tend to go back to them

for things that I ought to be going to the specialiste for. I think
teachers are doing that somewvhat too. I don’t think they are trying
to raise their status above anyone elge. They wvant to be team

players; they vant to part of the group. . . . I don’t think it is

happening deliberately.

The most universal question, unresolved and hotly debated at the end of
the first year of the career ladder at South vas, "What is teaching?". The
nev gtructure defined many academic, curriculum, school-vide, instructional,
and pupil control issues as part of teaching work. 1In its most basic and
narrovly defined gtructure described succinctly by a young teacher vho
planned to stop teaching an independent study course for resource students,
teaching is face to face lecture/recitation instruction of a classroom full of
students.

I can teach better . . . (in) classroom teaching--you know, the

structured, up in front of the classa teaching. I can make sure that

everyone is really catching on.

Career ladders hrve not yet created a nev and agreed upon definition of what

is teaching, though they have inflamed the debate.
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Career Incentive

The third major theme arising from the tvo case studies in the first year
of job enlargement career ladder implementation wvas the relative progress
tovard providing some form of career incentive for teachers through the career
ladder reform. The developing dynamics of carcer incentives in the tvo cases
vag divided into five major issues: the relationship of the career ladder and
its evaluation process to the district’s teacher evaluation and accountability
gsystem; expectations for potential outcomes from career ladders held by the
educators in the two schools; impatience wvith the challenge of job redesign;
attitudes about teacher merit pay; and career ladder teachers’ struggle vith
time and the definition of teaching.

Career Ladders and Teacher Evaluation, If promotions, extra work
assignments, and performance bonuses are avarded to teachers, some form of
evaluation that identifies those vho will be promoted, assigned, or avarded
the spoils of the incentive system. The career ladder in the district used
the same structure of classroom observations for its teacher evaluation,
qualification for candidacy for career ladder positions, and career ladder
teacher supervision and mentor systems. A8 the year progressed, it became
apparent that the congruence betveen nrincipal and teacher leader application
of the observation system, the gelection procedure for career ladder teachers
that relied in part on the evaluation system, the evaluation of career ladder
Lteachers’ pz2rformance, and the stability of the career opportunities offered
oY the career ladder influenced is perceived strength as an incentive to
teachers.

At South, the principal observed teachers regularly and

enthusiastically. For most of them it vas a "real lift, makinj [(them feel
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like a true pro [gicl". For others, it was an addition to the world of
teaching evoked less positive images. "I don’t like being spied on, " said one
veteran teacher. The ambience created by his supervision style, particularly
vith younger teachers, inspired thewm.

Basically, the number one thing he has given me wvould just be

professionalism. He has shovn me through his actions [not tol be

afraid to try something nev, explore all the possibilities. He is

alvays up on the current rzsearch. He passes that on to us.
In most cases he returned vith feedback on observations vwithin a day of his
visit to classrooms. He vas described by one teacher as "a lot of information
I can drav from. . . , like a good library". Teachers vere praised
liberally. "I gee the cream in your classroom. I wish that you could be
advertised, copied." Using descriptive and paraphrasing techniques, his
clinical supervision conferences vere highly structured.

Did you teacb to an objective? Did you monitor the kids properly?

Did you tezch at their level, so that they could understand it? Did

the kide appear like they were motivated, reinforced, transferred,

had opportunities to practice?
As a system for identifying competence in direct frontal teaching, the
clinical supervision program a8 applied at South seemed to function well.

Like the principal, the teacher leaders observed probationary teachers

.nd other teachers vhen their invited). E£ven more than with the principal,

the issue of familiar, recognizable teaching patterns became apparent in the
conference records.

I vas going to find out hov often you give whole group instruction.

You don’t ever do that unless these is a proble that is common to

everyone? [October]

Do you spend more time in your teaching the whcle group than you did

today? . . . As you vent over the vord vwith them today--before they

got to their freevheeling--that wvas probably about ten minutes
[Marchl
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0f course, I vas not able to observe many things that perhaps I
vould have observed had you been doing more instructing today
{December].

I really didn’t have a lot to write on the sheet ag far as the kinds
of things I observed, but that vas because you vere not, at that
class period, teaching a new concef.t or reteaching. Had you been
doing either one of those tvwo things I could have perha; commented
on most of the [principles) at the top of the paper. So I would
like to come in sowmetime when you knov you are going to be teaching
a concept (Marchl.

You knov . . . that everyday you von’t have all of the elements of a
lesson design. But there are gome things that each day that ought
to be there. Hov did you feel today about your lesson as far as
lesson design vas concerned? (Teacher): Well, generally most of the
lessons that I teach are individual lessons [December].

Would gome general instruction at the beginning of each claass period
help to motivate those who really are not self starters? I think to
focus everybody’'s attention on you, so that you kind of set the
stage, (vill help] (Marchl.

I vas plerged that you vere doing gome direct teaching today with
the group, so that I could observe that (Decemberl.

While the number of examples from the data may seewm excessive, they are
illustrative of pressures cased by evaluation for revards rather than to
establish minimal competency. If the conceptual frame is limited and the
discriminatory pover questionable, then Judgments distributing revards on the
basis on good, better, and best will require considerably more data. The
selection system for career ladders did.

The impact of selection and accountability system for career ladder
teachers on the school vas strong. Teschers talke.  about the very hurt and
hard feelings that resulted from the first selection procedure. While a
selection committee made up of the principal and tvo non-applicants chose the
teacher leaders by majority vote, the dynamics of the committee and teacher

perceptions about vho really chose the leaders played an important role. At

South, the knovledge that district level teacher leaders had been actively
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recruited and that applications for school level specialist positions vere

recruited by the principal vere factors that influenced :hese perceptions.

Tvo of the three teacher leaders vere established veterans at the school, one
the current president of the teachers associstion. These factors added to the
already firmly established suspicion on the part of some teachers that the
principal really selected the teacher leaders. In a conversation in April the
teacher lear'~rs explored the preceding year's events:

I didn’t even vant this district [positionl. . . . I vas tuld you

vill cpply. That gripes me that they already kno¢ who they want for

the positions before anybody’s advice [is sought].

Yours is not the only position that happened in. I know of one
other cne.

Other teachers also talked about the selection problem. Some felt that
"favoritism wvas shown". Teachers vho held this belief di. not insist that the
principal had ignored the established requirements of the selection ccommittee,
only that he had--either through his povers of persuasion or "agse :ive"
leadership convinced the other members of the committee that his candicates
vere the best choice or because they did not feel free to pass over his
apparent favorites--controlled t.e selection.

An unsuccessful teacher gpecialist candidate recorded the folloving
suggestions in her journal in late September, illustrating the impossibility
of separating selection, accountability, and teacher evaluation under the
career ladder:

I feel that the career ladders program is wvonderful, Lut I do have a

fev guggestions:

1) I do not feel that membership or nonmembership in [district
affiliate of NEA] or any other teachers’ association should
affect a teacher’s chances to participete in the ca.eer ladders
progranm.

2) I believe that those who select teacher leaders and teacher

specialists should account to everyone vho applied and explain
vhy they chose those they did. That way those vho veren’t
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gelected could better understand, and feelinyu of inferiority
might be lesaened.

I think that as soon as t'ie selections are made, the should be
announced and/or posted, so that they don‘': appear to be a big
secret.

4) I would like to know what the teacher specialists (especially
the ones vho got the positions that I appiied for) are doing.
I's sure they are doing the job, but I would like to see it in
vriting. That wvay I could feel really happy and supportive
tovard their positions. 1 think it’s very easy for someone vho
ap-lied for and didn’t get one of the positions to say, "Gosh,
I would have done a better job," or "I wvould have done more in
that position®. For this reason, I think each specialist
should publish something shoving vhat he/she has done, is
doing, and wvill do in that poeition.

The visibility of career ladder teachers vork became a major iseue. 1In
October, the principal indicated that to address the need for accountability,
the teacher leaders began to report once a month on their activities to the
faculty. Other teachers also asked for a written account of the teacher
leaders vork at South, just 8o teachers "can see if (vhat they didl] reclly
helped in their particular program®. Another teacher explained this desire
for a written account of teacher leader activities. "People vonder vhat vas
done." In November, a probationary teacher at South explairad teachers’
lingering suspicions about the u'*imate justice of a selection decision:

{Career ladders is rnot an incentiv2.] Not as a newer teacher--not

for me. I gee people "above” me in the ladder dnd see some of them

ag dead vood and I think, "What the hell ie he doing there? He is

paid very wvell for doing nQ extrs vork that I can see." There is

some problem vith picking the best people. I wvonder, "Hov did he

get ther2?" . . . A never teacher has no real chance to wove up the

ladder fast, because older teachers have forred relationships that

dom .nate the selection process. 1It’s k.nd of back mlapping.

One of South’s teacher leaders provided a ligt of criteria on which ae
felt the teacher leaders should be evaluated. Performance in the classroonm,

improvement as a teacher, willingness and 1bility to share skills and

materials, meeting the needs of the probationary te-cners, peer evaluation,
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oryanizing anc scheduling, public relations, and promotion of the PET program
and instructional improvement.

Careers last more than a year. Hovever, the issue of broad access
v stability of career opportunity continusd to be debated at South. The
golution (compromise), reached by the district level crreer ladder task force
vas that positions would be for two years with positions in a school staggered
so that they did not come open at the same time. Teachers could reapply for
their positions. Teachere expressed their vorries:

1 ax concerned hov they’ll pick the leaders agmin and what will

happen if the same person applies and Goesn’t get the position.

Maybe they could say that people are not eligible agair after they

have served one term. Maybe a term could be longer.
After a fev months as a ceacher leader, the problems in short-ternm
appointments vere desrribed by a South teacher leader:

I feel negative about the one year positions, and ve’re the ones

that insisted on it wvith the superintendent. If we hold to that

. all the training and work the teacher leaders have been

through vould be lost if ve turn it over so quickly. . . . I could

not sever all my extra work ties this year, because I'm not sure

vhether I'll be a teacher leader next year or rot. We need more

stabilit; in the position. The mon2y for career ladders should be

increased to give everyone wvho is qualified a teacher l=ader

position and made it gtable.
Pressure to continue to require long years of experience in the district and,
often, in the school continued. Even aiter a year they judged as successful,
one teacher leader argued against the likelihood that many young teachers
could do the kind of job one of their teacher leader’s had doce (vith five
years of experience}. °I think [this person] vas uniqu=." Howvever, a
probationa~y teacher argued against turn taking:

This time ve have the cream of the cror I quesiion vhat will

happen if they get stale or if people .cel compelled to rotate the
vositicn, a0 that others not so vell qualified fill the positions.
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At West, the relationship of the career ladder to overall teacher
evaluatior for selection and accountability was tumultuous. Feelings ran high
vell into the winter over the selection procedure from the previous spring (in
vhich the current principal had not participated); the observation/supervision
system vas applied in different ways by the principal and teacher leaders; and
teachers demanded accountability from the teacher leaders because of a variety
of accusations about their work or lack of vork.

Describing his role in classroom observations =@ a "mirror” with some
comments, the principal also applied PET in his obeervations. As for his
colleagues at South, this posed problems vhen teaching vas individualized,
outcome based, or task or group structured. The faculty members who vere
obgerved gererally praigsed the ugefulness of his visits:

I would like the principal to . . . personally invoive me more in

the teaching profession and made me more knovledgeable. I think

that creates more sey in vhat‘s going on for the teachers and

involves me in asking for =more feedback and more often. My previous

experience vith faculty meetings vas that they vere announcements.

We talk about teaching and the principal asks for feedback from the

faculty during faculty meetings.

Describing his interactions with the principal through November, one
probationary teacher indicated that he had been more helpful than the teacher
leader, wvas adept at giving help and support.

The principal recognized the additional pressure that career ladder
placed on the performance evaluation system. While he vas not as frequent a
classroom visitor as the principal of South, he wvar committed to continuing
the emphatgis on the olb.tervation system; vhich he credited with helping him
give !“‘gher quality curriculum and instruction feedback t> teachers.

Whil-* gome teachers continued to viev teacher leacer observation as

*being spied on" and evaluation ("What guarantee do we have that the teacher

69 i




leader is not going to go running into the principal and say, ‘This is a lost
cause?’") others lamented the difficulties at West in integrating a more open
teaching atmosphere.

I vish there vere a vay to get everybody less inhibited about being

observed and having somebody come in. I v’ . there vere this

atmoaphere of freedom to mingle and to sander into somebody’s room

and not have that person question, "way are they here"? I think

this may be a distrustful attitude.

In October, probationary teachers vere expressing serious expectations
for their teacher leaders:

From my teacher leader I expect observations, suggestions on

alternative approaches, and behaviors and positive feedback on

things I am doing vell. I vant to talk about my teaching and expect

a positive impact cn wmy teaching from career ladders. . . . It has

already had an influence on discussions in faculty meetings about

the school. The supervision from other departwents gives you nev

perspectives and forces interaction between teacher groups and

individuals.
Bul by May, that hope had faded:

What I found happened vas that very fev classroom visits vere made.

There vas a fear on the pait of the teacher leaders that they would

offend, that they would be too obvious . . . and make people

nervous. . . . Nov we have got umptien other things added in there

because there vas a feeling school-vide that teacher leaders didn’t

do anything. So nov ve have got to give them something to do.

This issue of accountability arose directly out of the observation/evaluation
system and the its failure to addreas the work of the teacher leadere.

The structure of the system for the selection of teacher lea.lers vas the
same at West as at South--majority vote of a committee made up of tvo teachers
and the principal. Of the three members of West’s selection committee, two
vere no longer at the school, the teacher having left to pursue graduate
students and the principal having resigned. The remaining member of the

committee felt strongly. and talked openly vith faculty members about it, that

the selection process had been vired. Principal dominance vas, as at South,




an issue. The committee member argued that by failing to ask identical
questions of all candidates, some vere made to appear better to the committee
and the selection process vas manipulated. Several teachers argued that
career ladder promotions encouraged *he continuation a process they had
observed of seeking favor with the administration; "brown nosing" vas a pkrase
repeated again and again at West, supplemented by "currying favor®.

The struggle over other criteria to enrich the evaluation data from
classroom observations vas intense at West. Tea_hers argued heatedly over the
relative merits of student, pee¢.. and parent evaluations, classroom
obgservation, and other data. A teacher specialist described the proceass of
evolving opinions:

I felt very strongly last year that it should be exclusively

classroom performance. But I can see nov that that is probably not

enough--it should include hov your peers feel about you and how you

get along with you. fellov teachers [Mayl.

He also became a strong advonate of student evaluations. Another teacher
described some of the faculty as "terrified by the thought that their students
vill be evaluating them. This faculty is upset by that."

Upset by the confusion that resulted in such wvidespread criticism of the
teacher leaders’ activities, the faculty at West became preoccupied vith
career ladder teacher accountability. The use of the preparation time vas a
ma)or issue. The rumor spread, supported by the custodian, that a tesacher
leader had been working in the school shop on a personal carpentry project
during the additional preparation program in the fall. By late October, it
vas commonly accepted as truth. Nevertheless, the teacher leaders did not
substantially alter their supervisory behavior over the course of the year,

continuing to be reticent to observe probationary teachers regularlv.

Experiences like those described at South, wvhere experienced teachers began to
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contact teacher leaders, vere never reported at West. Again and again, in
intervievs and field notes of casual conversations the questions vere
repeated: What are they doing vith their preparation period? What are they
doing?

Stories from other schools that the teacher leaders were being "used to
the max" only fueled the faculty’s frustration. By spring they vere asking
for vritten accounts of career ladder teachers’ activities in a tone more
shrill than that at South. They also suggested that one faculty meeting a
month, like that at South, should be devoted to teacher career ladder reports
and a monthly nevsletter would be helpful. While others wvere talking about
acc ‘untability on the basis of job descriptions, one teacher gounded a
cauticaary note:

I did not feel badly about the job descriptions. I feel like the

teacher specialists, of vhich I wvas one, had the leewvay to go vith

vhatever their program wvas and make a good thing of it. It was up

to each individual to go for them and use a little creativity, a

little energy, and do vhat they could. . . . Some of the teacher

specialists acted like they needed someone to tell them vhat to do.
His program was videly praised by the faculty.

Other teachers also vondered vhy more incentive, initiative, and
creativity had not been used. "It’s interesting, " remarked one teacher in
May, "nov the cry is, ‘Oh, it is such a big job and ve have had to take s0
much time.’ I don’t see a lot of leadership."

The confusion and frustration about the role, leading to difficulty in
establishing accountability for performance frustrated the teacher leaders.
By the time accusations had flown for eight months, nerves vere rav.

. + . The teacher leaders have not really been given any feedback

from adminigtration or [anyvherel] other than vhat ve have been able

to pick up in innuendos, body language, or vhatever. As far as

actually having som? kind of evaluation and saying, "These are the
things that ve agreed upon in the job description. These are things
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that you are accomplishing. These are things that you need to

improve in.* I see none of that. That makes it kind of frustrating

because you don’t knowv if you are going on the right track or if you

are not.

Unlike the teachers at South, the faculty at %.st barely considered the
implications of the stability of promotion. In April, a conversation recorded
in a journal 1ive some indication that teachers had thought about career
implications.

A teacher leader told me today that he felt he vas a much better

teacher than ever before; because of the extra income he wvas able t>

quit his second )Job and put more effort into teaching.

% teacher leader at West, reflecting on his future career choices, remarxked,
"A career ladder’s not a ladder if ,ou fall off it automatically every year®.
The same issues troubled a probationary teacher.

Is it really a ladder if in order for somebody else to hop on the

bottom rov, somebody has to fall of the top rov? If it could be

on-going, that is, not just limited to [suchl] a small percentage, I

think it could be more appealing to keep people in education.

Expectations. The teachers at South centered many of their hopes on the
potential of career ladders a legitimate reform in teaching. *People say
they vant reform, for their children to be taught the best way they can be.
This can happen with career ladders. . . . Time devoted to career ladder,
instructional improvement, and schools should directly affect the classroom."
"My expectations, * argued one young teacher, "have changed. Last year I
vanted to stay in my classroom and be a better teacher by myself. If I'm here
nevt year I'll vant to be on the itadder. I've seen some good things happen. *®

A major factor in teachers’ villingneses to plan for career ladders is

their expectation that the reform itself vill be stable. Teachers did not

express much faith in the wvillingness of policy-makers to give the reform time



to honestly assess its potential as a legitimate change in the wcrk of
teaching.

The superintendent vas in our faculty meeting the other day. He

feels optimistic about money being funded for next year. But it

doesn’t seem like [the principall has that same feeling. It would

be a shame for all this hard vork to go dowvn the drain.

Teachers are skeptical about its longevity and are concerned about

vhether it will last given the negative publicity from other

districts [and] states.

Young teachers making career plans wvere frank about their concerns. If
the reform vere to die in the next fev years they have much to lose.

I can’t hang my hat on the career ladders yet, because I believe

that support for it is tenuous. The legislators’ response is so

questionable. If our model is allowved to fly, it will be very

helpfui to me. I intend to jump on career ladders if it goes.
Fear of premature evaluation vas expressed by several young teachers at
South. "I get nervous. . . being afraid that vaat I see as a potentially
extremely positive thing may get flushed down tne toilet." "I hate to see the
ladder bombarded by negatives from the legislature without giving it a good
try. I wvon’t say ours is the best vay, but it is cne of the bett:r plans."
One young teacher summed up:

I wvish you could study the career ladder for five years and follow

it through. As a nev teacher I feel fortunate to have the

opportunity to move to do as much as I vaut wvith my teaching

career. I don’'t feel pressure to move on the ladder but its there

if I vant. I think ve have given it a vote of confidence.

A South teacher leader expressed his expectations for career iadder in the

middle of October:

I expect career ladder to make teaching a more attractive field to
go into. It can also make it better for those vho have been in the
system and have been hammered before. Morale around here is an
about face over lsst year. . . . We’'re not all the same and don’t
all have to do the same things. Why should ve deny the profession
the uvpportunity to have avenues for advancement? This has been a
boost for ou: expectations and an end to the idea that once you get
tenure you can lay back.
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One of the biggest frustrations to teachers trying the job redesign

career ladder out for the first tiwme vas the gap betwveen expectations and the
real amount of wvork teachers can do for $900.00 in honest compensation. At
West, the teachers vho had wvorked hard as specialists felt they had more than
filled the requirements of their rolea. At South, a teacher leader said, "I
really think that ve have got a responsibility if wve are doing it several
years dovn the road in defining vhat a teacher leader is, so that they aren’t
expected to be God on a peasant salary."

Finally, a young teacher queastioned a system entrenched in uniform
seniority pay scales. "(If they havel tvo equally qualified candidates

[theyl will make the decision based on seniority. Which means it will
almost alvays be seniority.® Is there room {or us on the ladder based on
quality?

The teachers and administratira at West had a difficult first year with
career ladders. In spite of all the stress, hovever, several young teachers
remained surprisingly sanguine about the potential of a career ladder in
principle:

My overall conception of the career ladder is fantastic if they can

vo.k it out to do vhat it ig designed to do. I think it could be a

great motivational tool. I think it could really encourage teachers

to perfect their expertise in teaching, because you wvould all be

shooting for a higher goal, higher professioral image. . . . Hov I

gee it implemented and carried out here at West isn’t anything that

I really vant to be a part of at this time.

Incentives and Merit. Teachers speculated about the relative drav of a
career ladder as an incentive to attract or retain intellectually talented
teachers. What the teachers in the tvo schools tended to agree on vas that

the alternative, various forms of pay for performance recognition, vere not

desireable. At South, a teacher leader remarked:
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My greatest frustration is to go outside the district and see people
vho do not understand vhat a [)ob redesign] care@er ladder is. They
equate it with merit pay vith no other variables. When I try to
talk to thcm I talk oranges vhile they are talking wvatermelons. I
vish the competition didn’t have to heppen, but it is necessary if
the duties and opportunities are legitimately different.

Teachers said merit pay "scared them to death®*. Some found themselves
defending career ladders because they found the alternative so distasteful.
"Whenc7er I am asked about career ladders, I am alvays tempted to say it is
great because the alternatives, one of which is merit pay, I just can’t see at
all. That is even wvorsge.'

Imoatience and Cnallenge. "My gosh, it is an animal that is going to eat
us. " The challenge of redesigning the work of an entire career seemed
insurmountable. Teachers at South and West experienced the pressures of a
firet year’s gtab at a beginning. The impatience that those who wvanted the
reform to vork vas only surpassed by the impatience of those vho vould abandon
it.

There tends to be a lot of impatience. People don’t wa:t to wait to

see if it vorks. They vant to look at it now and say yes or no.

For some reason if there is any proktlem with something they vant to

discard it vholesale instead of fine tuning and making the program

vork. They wvould rather throv everything out and not have anything

at all.

The challenge to the fortitude of ¢ ose vho wvork on career ladder committees
and task forces vas also great. In a journal entry from December, one teacher
leader described the experience:

It looks like the task force is moving a little more slowly or I'm a

little impatient for things to move faster than they are. There are

8o many things that should be 8o obvious to people. 7The peer revicw

is a pain. It would be nice if ve didn’t have to discuss the merit

of a peer reviev every time wve try to wake a change in int. If wve

vere to do avay wvith it teachers wvould lose their chance to make a

statement about the qualifications and ability cf the individual to

vork as a teacher leader. We NEED the peer reviev! We spent an
hour on it today.
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The next bone I need to pick is the reluctance of teachers to
accept the idea that students can give us important information
about the teaching that is going on in a classroom. Student input
is valuable and shouldn't be something to be afraid of.

This wvas a frustrating career ladder meeting today!

Summary and Conclusions

West and South had very different experiences during the first year.
However, the challenge of the effort was apparent in the data from both
schools. A probationary teacher at Weest declared, "there’s so much talk

a lot of negative. Some say it’'s not going to last a year. . . . A lot
of complaining comes from thoge who didn’'t get the teacher ladder positions. "

From the teachers of South, a note of respect for the level of effort
required for such an undertaking:

If wve are having as many difficult times as ve are having then wvhat

must it be like in those other places vhere they are rot as

organized or defined . . . as wve are? That can be . -y and at the

same time gratifying, because you are here at South and not

somevhere else. I think that as other schools wee that these folks

are doing it and it is vorking . . . maybe they will be willing {to

give it a chancel.

Career ladder teachers’ tasks the assessment of their impact on the
achools, and the interaction of that assessment with the emotional tone
surrounding the initial work of these teachers had great importance for the
succesaful early stagee of job redesign implewentation for teachers. Unable
to isolate their assessment of career ladders from their assessment of the
reform’s impact on school-wide improvement of student experiences,
instructional methods, curriculum, and problem-solving, teachers responded in
both schools with strong positive ana negative feelings. The taske and skills

of career ladder teachers vere assegsed as a tremendous resource pool that wvas

either tapped or vasted, depending on the circumstances; people’'s attitudes




often depended on their judgments about the use made of career ladder teachers
regource .or the school as a vhole. Teachers and administrators came to judge
their original expectations of the number and scope of tasks that could be
completed as unrealistic, but the failure to accomplish + sible, meaningful
tasks, led to pressvre to codify and restrict career ladder teachers’
assignments, limiting their discretion.

The success of communication--of tasks, intentions, and motives--vas
important for the success of the carcer ladder effort. As the perception of
communication anu _.atrol improved, aasessments of the positive potential of
career ladders also improved and the first year’s experience vas judged to be
progressive, hopeful, and a legitimate reform. Feedback about positive
experiences led to increasing involvement of a groving circle of teachers in
career ladder activities and interaction vith career ladder teachers. When
feedback v»~= absent, teachers vithdrev and became increasingly disenchanted.
indications that information between schools affected teacher attitudes were
also apparent.

The dats indicate that vhen the job redesign efforts vere going well and
the general assessment vas positive, morale vas positively affected; vhen the
agssessments vere negative, morale decreased rap.dly. Even positive changes
vere vieved vith suspicion after an initially poor start.

Teachers vere positive about the increase in control, authority, and
decision-making opportunities presented by the career ladder reform wvhen that
involvement vas seen as substantive. When the career ladder teachers vere
asgertive in taking leadership initiative, the principal willingly shared
pover and communicated the nev authority relationships to the faculty, and

career ladder work vas visibly affecting the school in positive vays, teachers
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sav potential for real influences over their career choices. Yourg teachers

in particular seemed to respond in positively, sizing up their future
opportunities.

Hovever, strong egalitarian norms functioned to make the career ladder
opportunities for authority and influence uncomfortable for everyone. There
vas, even in the more successful school, discomfort with the idea that the
huge majority of teachers vere not leaders in the school. Repeated assertions
that almost all teachers are excellent dominated the normative assessment of
teacher quality.

The presence of opportunities created an environment vhere sharing by
career ladder of instructional expertise and resources vas encouraged; the
effect of the ladder on cooperation and collegie.ity among the rest of the
faculty vas dependant on the level of resentment against career ladder
teacherg in the school. Benefitting, according t» their ovn assessment, more
than anyone else in the school, the career ladder teachers felt their own
professional growvth had been tremendous in a short time and that their
perspective on education, schcols, and schooling had been broadened.

The nev authority structuree conflicted vith established organizational
structures. Where articulation of the displacement of the old vas clear,
conflict vas lovered. Howvever, the administrative role of the assistant
principal and status and authority relationships based on pover and salary
remained unresolved. Teachers and administrators wvere )Just beginning to
explo-e potential nev definitions of teaching.

Finally, as a career incentive, the career ladder job redesign affected

different groups of teachers quite differently. Veteran teec!zrs who vere not

chosen for leadership positions often reacted very negatively or disengaged




emotionally and professionally. Younger teaches making career plansg began to
asgess vhat step. they might need to take tc pursue their rev ambitions. The
stability of the reform, and the stability of the jcb assignments were serious
concerns of the teachers, vho sav tempcrary promotion or temporary earning
opportunities 2s having little affect on their assessments of the future of
teaciiing as a career.

Regardless of the formal system established to evaluate teachers or to
select career ladder teachers, the importance of the perceived fairness and
objectivity cf the process cannot be understated. Evaluation as a teacher,
separated fi'om evaluation as a teacher deserving recognition, promotion, and
regponsibi.ity, is nonsensical. integratlon of the asseasment syatem anc its
ability to discriminate zmong teachers affect teachers’ perceptions L€ its
arbitracinees or caprice.

Accountability--visibility and usefulness of wvork and level of effort by
career ladder teachers--vas vital to the confidence of teachers in the
schools. Successful teaching, ability to interact witl ageist others, aund
leadership potential vere important characteristics; simpay possessing
instructional gkills vas not sufficient t. sustain thz confidence of fa‘ulties
in ‘he abilities of their career ladder teacher !'eaders. HKumaneness vas
critical.

The first year of career ladder experience for the t . subject schools
reveals impertant dynamice for future work on teaching job redesign. Time to
vor . through personal frustration, the disruption caused by the violation of
long-standing {f aysfunctional work norms, and the need for visible and
assertive leadership on the part of principals and teacher leaders are

critical components of the implementation stage. Policies, formal plans, and
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good intentions will not carry a reform of wurk. Vanishing into comfortable
and familiar forms, the initial reform impetus could fail at the school level

vithout careful plan, training, and human resource intervention.
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